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Training and individual performance: 
evidence from microeconometric studies 
Friedheim Pfeiffer * 
Learning at school and university and also at the workplace has become more important in the 
knowledge-based economy. This paper provides a critical review of  recent econometric work on 
the determinants and impacts of  training in Europe. Training has non negligible positive ef-
fects  for firms and trainees; for the group of  non trainees potential negative effects has been 
found in some studies. The incidence and the impact of  training depend on the national educa-
tion and training system. However, selectivity, diversity of  training, individual heterogeneity, 
self selection and general equilibrium effects seem to play an important role in all training 
systems. 
* Sladjana Milentijevic and Jochen Mobert provided research assistance. Furthermore, I would like 
to thank Pascaline Descy, Manfred Tessaring and members of the CEDEFOP research network for 
many valuable comments and remarks. The usual disclaimer applies. 
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Summary 
Learning at school and university and also at 
the workplace during working life has become 
more important in the knowledge-based 
economy due to economic and technological 
change. In some occupations and places of 
work, skill obsolescence due to technical 
change seems to be arriving more rapidly. 
This raises questions on the importance of 
general versus more specific types of knowl-
edge and skills, and the relative importance 
of classroom-based education versus self-or-
ganised forms of learning. In European Un-
ion countries, more people are better edu-
cated, more participate in continuous training 
and on-the-job learning. However, empirical 
knowledge on the determinants and effects 
of  different methods of  learning is still scarce, 
especially from a European viewpoint. 
Although there is a  widespread belief in a 
positive relationship between education, 
training and growth, the evidence provided 
so far is far from being complete. Aggregate 
figures for the European Union suggest a clear 
hierarchical pattern in the labour market: 
those who are better educated are on average 
better represented in the work force;  have 
higher earnings; participate more frequently 
in formal continuous training; are less often 
unemployed; are more often self-employed; 
have a  higher regional mobility, and work 
with newer and more high tech equipment. 
Job mobility on the other hand is negatively 
correlated with the amount of  human capital 
invested in a specific occupation, since invest-
ment increases switching costs. The pattern 
seems to have been rather stable over the· past 
few decades, although continuing skill-biased 
technological change is a challenge for VET 
policy in Europe. 
These stylised facts do not necessarily mean 
that those who are better educated or have 
higher educational qualifications also have a 
higher lifetime income or utility, because in 
the investment period they often have higher 
costs and there may be substantial compara-
tive advantages for different educational 
pathways (for example, more cognitive or 
more mechanistic skills) for different people. 
Assuming heterogeneous individuals, there 
are individuals at the margin, whose lifetime 
utility is rather similar in different pathways 
and there are individuals who receive higher 
utilities either with lower or higher educa-
tional qualifications. 
What one would really like to know for policy 
analysis is the value of the lifetime utility of 
a person for different educational pathways 
under different educational standards and 
regulations. However, these values are not 
observable and estimates available are far 
from being conclusive in all respects. 
The critical review of  more specific economet-
ric work in this study indicates that training 
is beneficial for both firms and individuals. 
The benefits are not negligible, in fact they 
are sometimes rather large. The fact that 
training has positive effects is, however, no 
guideline per se for government activity. There 
is evidence that self-selection on the one hand 
and general equilibrium effects on the other 
are at work. As a rule, training has positive 
effects and net benefits for trainees. However, 
there is some evidence that net effects for non-
trainees might not be positive. In these cases, 
training might be a bad investment for the 
respective people, firms and-from the view-
point of economic efficiency -·for society. 
In addition, non-negligible parts of observed 
differences in outcome variables such as earn-
ings, wages, hours of work or career satisfac-
tion cannot be attributed to education and 
training. Innate abilities, heterogeneity of 
abilities and preferences, family background, 
political events (for example the fall of the 
Berlin wall on 9 November 1989 had signifi-
cant impact on the East Germans), luck and 
the path of  economic and technological devel-
opment are factors which are all important. 
Selectivity, diversity of  training, selection and 
general equilibrium effects seem to play an 
important role in all training systems as well. 
The empirical results suggest that the more 
structured the whole training system is and 
the more investment in general human capi-
tal acquired while a person is young, the lower 
the returns to continuous training are after 
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this high initial investment. If education is 
centralised and compulsory school attendance 
is expanded, then all people should achieve 
higher levels of education and formal skill 
levels. Selection into different career path-
ways transmitted through labour markets 
begins after compulsory school attendance. If 
the level of more general types of skills 
learned in schools is high, training at the 
workplace plays a  different role and is no 
longer responsible for building up these more 
general types of skills. Such mechanisms 
seem to be responsible for the lower returns 
to continuous training in countries such as 
Germany and France compared to the United 
Kingdom. Conversely, the less structured the 
training system is, the higher the measured 
returns of continuous training seem to be. 
European training systems differ. The differ-
ent types of investment in VET and the spac-
ing of  these investments over an individual's 
life and the role of the State will depend on 
differences in prices for education, expected 
wage profiles, the skill structure of the 
workforce, tradition and technological factors. 
Success at school and other training institu-
tions is not the only factor explaining work-
related success and careers. Labour market 
regulations and institutions might lead to 
insider power and create entry barriers and 
waiting queues for young workers, despite 
higher education and greater investment in 
training. Such mechanisms seem to be 
present in most European countries, although 
to different degrees. 
Some of the findings are a major challenge to 
the role of  government in training. Obviously, 
formal education and training are not omnipo-
tent weapons against all storms of  life for all 
people, but they may be very strong weapons 
when used at the right time, to the right ex-
tent and with the right content. At other times 
in an individual's working life, other weap-
ons such as non-formal learning, regional, 
firm or occupational mobility might be more 
helpful. 
Centralisation, in the sense of generally ac-
knowledged educational certificates (trades in 
the German dual vocational training system, 
for example) might be helpful for some occu-
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pations and especially when larger invest-
ments in educational qualifications are con-
sidered. However, there seem to be limits to 
such strategies. 
Firstly, the German apprenticeship system 
sometimes seems to react very slowly to rapid 
economic or technical change (Blechinger and 
Pfeiffer 2000) with the consequence that 
training curricula are old fashioned and skill 
obsolescence becomes a problem for firms and 
workers, which they try to overcome by addi-
tional and costly continuous training. Sec-
ondly, the set up and running costs of such a 
system can be rather high. More decentral-
ised, deregulated and flexible systems, simi-
lar to those in the United Kingdom or the 
United States which depend to a higher de-
gree on market signals, might have an advan-
tage in times of  rapid and unpredictable tech-
nical change. However, there may be other 
benefits in a  more centralised system with 
compulsory school attendance. Youth unem-
ployment is low in Germany and participa-
tion rates in VET are high. Imperfect capital 
markets, which can create entry barriers for 
poor young individuals in market economies 
do not play a major role. One single optimal 
VET system does not exist. Policy-makers 
have to attach weight to different policy ob-
jectives when policy changes are considered. 
Key qualifications and more general human 
capital cannot be acquired in a short time. If 
technologies change, key qualifications will 
also change - to some extent at least. They 
have to be acquired through a long and con-
tinuing process (Weinert 1997) which presum-
ably will have a sustainable impact when peo-
ple are young or very young. The older 
individuals become, the more important non-
formal and self-organised types of learning 
become. Mobility between occupations, regions 
and firms might also be valuable strategies for 
improving the career position of workers. 
For improving VET policies an adequate, sys-
tematic and regular research design ex ante 
would be helpful, to allow greater understand-
ing of the relationship between specific VET 
activities and the actual, secondary and de-
sired results. Due to tight public budgets, the 
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new and existing programmes will increase 
in future. A research design that takes diver-
sity of situations, heterogeneity of individu-
als, differences in training systems, govern-
ments, markets, etc. into account is, however, 
expensive and takes time. If, for example, a 
unified European survey on VET would be 
conducted in the year 2000, the results of  the 
analysis would only be available between 
2001 and 2004 or even later. If  one wished to 
compare the results over a longer time span, 
for example over a  period of 30 years (com-
pare the National Child Development Study 
- NCDS - from the United Kingdom which 
started 1958) results would not be available 
until2030. 
Besides research based on microdata which 
allows one to investigate the determinants 
and partial impacts ofVET at  individual level, 
general equilibrium effects should also be in-
vestigated using time series or panel data. 
Research on VET based on microdata might 
be improved if  it  were more regularly and sys-
tematically based on European wide con-
ducted data sets, such as ELFS, European 
Household Panel or IALS. Despite methodo-
logical problems, international surveys should 
have the advantage that the most interest-
ing human capital and training variables are 
defined in comparable ways. Empirical results 
for different regions might be more compara-
ble and differences in results might help to 
identify the different impacts of  national VET 
policies. 
National VET programmes and policies domi-
nate Europe. It is therefore necessary to 
evaluate specific VET programmes on a  re-
gional or national basis. There is no need for 
standardised and European-wide evaluations 
if  national VET programmes dominate. Most 
firms hold formal or more informal training 
programmes. Therefore, there are markets for 
training and these programmes seem to pro-
vide returns to investment which are as high 
as other investments in machines or research. 
However, the author is not aware of system-
atic research on the returns on training in-
vestment by private firms. This would be an 
additional source of extremely valuable 
knowledge and information for assessing pub-
lic VET policies. 
From the author's point of view, future re-
search could be directed towards the follow-
ing questions to improve the understanding 
of the impact of VET policies at both indi-
vidual and aggregate levels, and optimise 
policy reactions to technology and other 
shocks. The questions are interrelated. 
1.  Research on specific public VET pro-
grammes should be intensified to learn 
about partial impacts at individual level 
and efficiency of  programmes. This type of 
research is usually based on microdata if 
the programmes are not too large. A par-
tial evaluation design ignoring general 
equilibrium effects should suffice. 
2.  Research on public VET systems should 
also be intensified. This type of research 
should evaluate the whole system and also 
take into account general equilibrium ef-
fects, financial efficiency and labour mar-
ket institutions. Research on this topic is 
usually based on aggregate time series 
data, individual panel data and official 
data on programme costs. 
3.  Research on the returns of VET for non-
participants should be intensified. Should 
governments help non-participants and 
especially individuals with low skills to 
participate in VET or CT,  or are other 
measures, for example wage subsidies, bet-
ter for improving the labour market posi-
tion of the low skilled? 
4.  It is not fully understood, whether there 
are cumulative negative or positive rela-
tionships of public VET policies of differ-
ent types transmitted through labour mar-
kets. Therefore, research on the question 
of  whether public promotion of  higher edu-
cation in the past 30 years had a negative 
impact on wages and labour market pros-
pects of individuals with vocational edu-
cation should be intensified to avoid nega-
tive relationships in future and improve 
coordination between educational and la-
bour market policies. 
5.  How efficient will educational policies and 
relative higher and secondary education for 
the next 50 years be for young people en-
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tering national training systems in the 
next five or 10 years? What is the optimal 
portfolio for different types of education? 
Should it be more general or more specific 
in nature, and should it be for individuals, 
firms, regions or Europe? 
1. Introduction 
Learning at school and university and also 
in the workplace during working life has be-
come more important in the knowledge-
based economy. In some occupations and 
places of  work, skill obsolescence due to tech-
nical change seems to be arriving more rap-
idly. This raises questions on the importance 
of general versus more specific types of 
knowledge and skills, and the relative im-
portance of classroom-based education ver-
sus self-organised forms of learning. In Eu-
ropean Union countries, more people are 
better educated, more participate in continu-
ous training and on-the-job learning. How-
ever, empirical knowledge on the determi-
nants and effects of different methods of 
learning is still scarce, especially from a 
European viewpoint. 
In this article, the relationship between learn-
ing, training and individual performance is 
discussed from a  theoretical and empirical 
point of view, based on scientific research on 
the determinants and impact of training in 
the past decade. The main question is who 
participates in training and for what reasons, 
and what the effects are with respect to pro-
ductivity, wages, job search, employment, job 
duration, mobility, careers and other vari-
ables. These questions can be applied to all 
agents involved in the training process, 
namely for individuals, firms, training insti-
tutions as well as governments. The research 
task is to measure the training incidence and 
outcome and to look behind the mechanism 
which may help to explain the results. Since 
governments in Europe are increasingly in-
volved in educational policies and active la-
bour market programmes for improving the 
skill level ofthe unemployed, and public budg-
ets are tied, evidence on the effectiveness and 
efficiency of such policies becomes more im-
portant. 
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In Europe, there is a great variety of  training 
measures in terms of  their content, duration, 
financing and direction, depending among 
other things on the changing historical and 
cultural role of  the State in the education and 
training process. Thus, the determinants and 
outcome of  training are also characterised by 
a considerable amount of heterogeneity. For 
some individuals, training has a positive im-
pact under particular conditions, for others 
it seems to have no or even a  negative im-
pact. Although there is widespread belief  in a 
positive relationship between education, 
training and growth, evidence provided so far 
is far from complete. 
In this study, attention will be restricted to a 
microeconometric analysis of the determi-
nants and effects of initial and continuous 
training in European countries or selected 
regions in Europe. The goal is to quantify dif-
ferent factors determining training and its 
outcomes. It rests on theoretical and statisti-
cal models and ideally allows the testing of 
conflicting hypothesis or alternative explana-
tions. Due to the increased availability of 
microdata and to an increased use of micro-
econometric models in the past 10 to 20 years, 
this is a  dynamic and growing field of re-
search. It was not possible to review all of  the 
work done in this field.  1 
The report concentrates on quite recent works 
carried out using data from European coun-
tries. Furthermore, there is focus on economic 
aspects of training, namely on incentive and 
investment issues. This does not mean that 
other aspects are irrelevant. Social and cul-
tural aspects are also of  great importance (see 
Cedefop's first report on vocational training 
in Europe: Tessaring 1999). However, there 
1  I apologise if all available research is not men-
tioned and discussed according to its relevance. 
The selection of studies used for this report is the 
result of an electronic search strategy and a 
manual search in selected journals, the European 
Economic Review, Labour Economics, Oxford Eco-
nomic Papers, The Journal of  Human Resources, 
Journal of  Economic Literature and The Journal 
of  Labour Economics. In addition, recent research 
on the  .determinants and effects of  training for Ger-
man employees and the self-employed has been 
incorporated (Pfeiffer and Reize 2000). ______ Training and individual performance: evidence from microeconometric studies 
exists a  trade-off between in  -depth discus-
sions of specific aspects of training from an 
economic viewpoint and a general discussion 
covering all aspects of training. This is not 
an issue for this study, since it favours a more 
specific discussion. 
Although the main discussion centres around 
VET, some studies also refer to higher edu-
cation at universities. This is important since 
in labour markets different types of skills 
may be substitutes or complements, depend-
ing on labour market institutions and tech-
nology.  Recent research on skilled-biased 
technological change in industrial countries 
seems to indicate that skilled workers with 
higher secondary education are substitutes 
rather than complements for skilled work-
ers with higher education (Machin and van 
Reenen 1998). In the process of technical 
change in particular, the share of skilled 
workers with secondary education is declin-
ing. Technical change seems to be biased to 
more cognitive and theoretical skills. The 
bias seems to depend not only on technologi-
cal factors but also on labour market insti-
tutions. Therefore, extending the focus can 
help improve understanding of the basis for 
economic incentive and investment issues in 
education and training. 
This chapter is organised as follows. The next 
part provides selected indicators showing the 
relationship between  VET and economic per-
formance in the European Union from  a 
highly aggregated point of view using offi-
cial data. Part three contains theoretical con-
siderations on the relationship between abil-
ity, education and mobility. Individual or firm 
data sets are introduced in the next part, fol-
lowed by a discussion of the theoretical and 
empirical methods underlying the empirical 
work and some issues with respect to the 
measurement of training and outcomes. 
There is virtually no unified data source that 
has been utilised for all countries of Euro-
pean Union and there is great variety in 
data, empirical methods and measurement 
of training. In part five, different results of 
theses studies are compared and discussed. 
In the last part, conclusions are drawn with 
respect to future research and VET policy in 
Europe. 
2. VET and economic perform-
ance - selected indicators 
This part provides an overview of selected 
empirical relationships between the amount 
of education and training a person received 
and his/her position in the labour market. The 
figures presented in Table 1 are based on 
highly aggregated numbers for the 15 Mem-
bers States (EUR15, taken from Eurostat 
1998 and the European Commission 1997) 
and, in the case of earnings, on 12 European 
member countries (taken from OECD 1998a). 
In line with the discussion in Cedefop's first 
report on vocational training (Tessaring 1999) 
VET is identified with ISCED 3 (higher sec-
ondary education) and compared to ISCED 
0,1,2 (preprimary, primary and lower second-
ary education) and ISCED 5,6, 7 (higher edu-
cation). The data collected refer to employ-
ment, unemployment and self-employment, 
to continuous training and earnings in 1995 
or 1997, in EUR 15 or in 12 European coun-
tries. 
It is shown in the first row of Table 1 that 
roughly 7  6%  of those belonging to ISCED 3 
aged 25  to 59 were employed, compared to 
85% of those belonging to ISCED 5,6, 7 and 
59% of  those belonging to ISCED 0,1,2. There 
is a  monotonously positive relationship be-
tween levels of employment and the level of 
education, while unemployment rates are 
monotonously negatively correlated. Depend-
ing on the definition of unemployment, 7.3% 
or 8.8% of all those belonging to group ISCED 
3 in EUR 15 had been unemployed in 1997, 
compared to 5.3% or 5.8% of those belonging 
to ISCED 5,6, 7 and 8.4% or 12.5% of those 
belonging to ISCED 0,1,2.2 
Youth unemployment rates in Europe are 
much higher than those for middle-aged peo-
ple. However, again, there is a negative cor-
relation between the level of education and 
2  The different numbers are the result of differ-
ent definitions of  unemployment. The lower num-
bers refer to the ILO definitions, the higher are 
based on the number of persons officially regis-
tered as unemployed. 
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the level of unemployment or the threat of 
unemployment. Those young people who have 
invested in an education comparable to a 
higher secondary education are less hit by 
unemployment than those who have invested 
less. 
It is also clear from the numbers in the table 
that the higher the level of education, the 
higher the ratio of continuous training (CT). 
While roughly 6% of the European medium-
skilled labour force  participated in CT dur-
ing the past four weeks, only 3% of the low-
skilled did so. 
What is not as obvious and well documented 
is that self-employment rates (the figures in 
the table are based on the group of self-em-
ployed without employees) are positively cor-
related with the level of skills. The positive 
correlation is even more pronounced for the 
self-employed with employees, since qualifi-
cation matters even more if  the self-employed 
recruit employees and have larger firms 
(Pfeiffer and Falk 1999). 
Education and earnings in the 12 European 
countries are also positively correlated. There 
are significant differences in the relative earn-
ings position of VET earnings, but in every 
country they earn more than employed peo-
ple with a lower level of  education on average 
and less than employed people with a higher 
level of education. The wage distribution is 
more even in Scandinavian countries, but 
even less, for example, in Portugal, where low-
skilled workers earn about 60% of medium-
skilled workers and high-skilled workers earn 
about 183% of medium-skilled workers. 
To summarise: aggregate figures for the Eu-
ropean Union by and large show a  positive 
correlation between investment in human 
capital and employment, earnings, self-em-
ployment and further investment in human 
capital and a  negative correlation between 
human capital and unemployment. 
There also seems to be a positive relationship 
between human capital, regional mobility and 
the use of high-tech machines at the work-
place, as is reported by Pfeiffer (1997) for 
Germany, Entorf and Kramarz (1997) for 
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France, or Blundell et al. (1997) for the United 
Kingdom. Occupational mobility on the other 
hand is negatively related with the amount 
of human capital invested in a specific occu-
pation, since the costs of switching between 
occupations rise with former investments in 
human capital (Pfeiffer 1997). 
A closer look at individual countries reveals 
different numbers in all these indicators but, 
by and large, the same pattern can be ob-
served. The country numbers are documented 
in official reports of the European Commis-
sion and it is not necessary to repeat them in 
the current paper. The empirical relationship 
between training and other indicators differs 
between countries, with differences being the 
results of  many factors, among them the eco-
nomic and demographic composition of the 
labour force,  the capital and technology in-
tensity of firms and the industry, as well as 
differences in the governmental framework 
and policies of the individual European coun-
tries (Tessaring 1999; Muller and Shavit, 
1998, OECD, 1998 b). 
3. Theoretical considerations: 
education, innate abilities and 
mobility 
According to a well-known distinction, there 
are two types of human capital: specific and 
general (Becker 1964). While general human 
capital is valuable in the whole economy, spe-
cific human capital is valuable only in a firm, 
region, or in conjunction with a special tech-
nology.  Since resources such as time and 
money are scarce, individuals, firms, train-
ing institutions and governments have to 
make decisions about the composition of dif-
ferent types of  investment in human capital. 
Findings from the aggregate level seem to 
suggest that there are different solutions to 
the trade-off between investment in either 
more specific or more general VET (Levhari 
and Weiss 1974) depending on the pace of 
cultural, economic and technical progress 
where the individual lives. 
The trade-off is a result of at least two con-
flicting factors. More general skills and hu-Training and individual performance: evidence from microeconometric studies 
man capital can be used in many different 
occupations and can help to reduce the cost 
of further education and learning, for exam-
ple at the workplace. A large and rising de-
gree of specialisation at the workplace, how-
ever, also requires very specific skills. People 
with these skills presumably start with higher 
productivity when entering a new workplace 
compared to people with more general skills. 
In times of more rapid technical change or 
increased uncertainty about the future of  eco-
nomic development, investment in more gen-
eral skills can be a better strategy, because 
demand for specific skills in the future is un-
certain and the risk of skill obsolescence 
higher. In times of reduced levels of uncer-
tainty about the path of economic and tech-
nological development, investment in more 
specific skills might be a better strategy. 
Larger amounts of investment in more gen-
eral skills in all European countries over the 
past few decades can be explained as a reac-
tion to increased levels of uncertainty about 
economic and technological developments. 
Although more people are better educated 
('educational revolution'), the numbers and 
figures in Table 1 seem to indicate a clear hi-
erarchical pattern in the labour market: those 
who are better educated are, on average, more 
often part of the workforce, have higher earn-
ings, participate more frequently in training 
and are unemployed less often. In the past 20 
years in most European countries, the per-
centage of workers with an academic degree 
has doubled (BMBF 1999). The percentage of 
workers with higher secondary education has 
also risen, but only slightly. Nevertheless, the 
hierarchical patterns seem to have been 
rather stable in recent decades. According to 
Mayer (1996), the hierarchical pattern has 
been stable in Germany for the past 50 years. 
However, the interrelated impact of educa-
tional revolution on the one hand and skilled-
biased technological change on the other, 
might have far reaching consequences for the 
future ofVET, a topic which will be discussed 
again. 
The numbers presented in Table 1 are of a 
descriptive nature and are taken from aggre-
gate statistics. The relationship may not be 
true any longer at individual level. A positive 
correlation between earnings and years of 
education in the aggregate is, for  example, 
compatible with the observation that there 
are people with 18 years' education who do 
not earn more than people with only nine 
years' education. Furthermore, it is not pos-
sible to conclude on the basis of the numbers 
that the observed relationships and earnings 
differentials are the direct result of training 
or VET. 
First, the differences in the outcome variables 
such as earnings may also be the result of 
other factors not under investigation in Ta-
ble 1, for example age, gender or occupation. 
Differences in the age structure of the 
workforce may explain part of  the positive re-
lationship between levels of education and 
earnings, since investment in human capital 
typically takes time and is therefore positively 
correlated with age. 
Second, people may put themselves into dif-
ferent training routes according to their pref-
erences and innate abilities, factors which 
typically are not observed very well in em-
pirical research. People take part in training 
because they expect higher net benefits, which 
might be difficult to observe for researchers. 
Innate differences in abilities, for example, 
can explain 50% of the variance of intellec-
tual capacities of young people in Germany 
(Weinert 1997, Weinert and Schneider 1998). 
Furthermore, the ability differentials seem to 
stay rather constant over long periods and 
might not change in schools. A statistical cor-
relation between schooling and training vari-
ables, and outcome variables such as earn-
ings, might therefore be biased due to omitted 
variables such as innate abilities or ambi-
tions, i.e. due to self-selection. The bias can 
be in both directions. 
In economic terms, this is part of  the human-
capital versus signalling debate (Cohn and 
Geske 1990, Tessaring 1999, Weiss 1995, 
Wolpin  1977). The positive correlation be-
tween higher earnings and level of education 
may not be the result of investment in hu-
man capital, but higher investment in human 
capital might just be a  signal of higher in-
nate abilities. 'In the most extreme form of 
this screening hypothesis, schooling serves 
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Table 1:  Education and economic performance - some indicators 
Region/year  ISCED 0.1.2·  ISCED3**  ISCED 5.6.T** 
employed (age 25 to 59) 
EUR15/1997  59.1  °/o  75.6 °/o  85.4 °/o 
unemployed (age 25 to 59) 
EUR15/1997  8.4%  7.3%  5.3 °/o 
out of  labour force (age 25 to 59) 
EUR15/1997  32.5 °/o  17.1  °/o  9.4 o/o 
unemployment rates (age 25 to 59) (ILO def.) 
EUR15/1997  12.5 o/o  8.8%  5.8 °/o 
employed (age 30 to 59) 
EUR15/1995  58 °/o  76%  87 o/o 
un8mployed (age 30 to 59) 
EUR15/1995  11.4 °/o  7.6%  4.7% 
unemployed (age 20 to 29). 
EUR15/1995  22.2 °/o  14.1  °/o  -
threat of  unemployment (age 20 to 29) 
EUR15/1995  5.2%  3.1  o/o  -
continuous training in the last four weeks: employees 
EUR15/1995  2.9%  5.7 °/o  11.5 °/o 
self-employed without employees 
EUR1511995  0.8 o/o  3.2 o/o  7.5% 
relative earnings (age 25 to 65/age 30 to 44) 
Denmark  84/84  100  132/134 
Finland  91/93  100  173/185 
France  81/82  100  178/178 
Germany  81/76  100  153/158 
Ireland  84/85  100  183/183 
Italy  80/76  100  148/156 
Netherlands  86/86  100  129/137 
Norway  85/85  100  138/142 
Portugal  59/64  100  183/184 
Spain  -/78  100  - /153 
Sweden  91/90  100  149/153 
UK  80/74  100  185/181 
*ISCED Level 0:  Pre-primary education, 1: Primary education, 2: Lower secondary second 
**ISCED Level 3:  Higher Secondary education 
***ISCED Level5,6,7: Higher Education 
Sources: own composition from Eurostat (1998}, European Commission (1997), OECD (1998a). 
only to identify those individuals who are 
more productive in the market, the proposi-
tion being that an individual's productivity is 
unaffected by the formal schooling process.' 
(Wolpin 1977:950). 
This debate is also relevant for CT, although 
the incentive and investment character of 
decisions in CT differ. Firms already know 
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their workers and the information problem 
has therefore been solved and can no longer 
be the central issue if we look at firm and 
work-related training. However, training and 
promotion schemes are highly interrelated 
(Prendergast 1993) and the causal relevance 
of training for promotion can be questioned. 
Training at the workplace might rather be a 
consequence of promotion than promotion ______ Training and individual performance: evidence from microeconometric studies 
being a consequence of  training. In that case, 
research on the determinants of promotion 
becomes as important as research on the de-
terminants of training. 
For the purpose of this study, training is de-
fined as an investment by individuals, firms 
or the government. While the costs of train-
ing have to be born today, benefits will mani-
fest themselves in the future. The outcome of 
training is uncertain to different degrees de-
pending, for example, on the quality of the 
training institution, the path of technical 
change and economic growth, but also on the 
size of cohorts and demographic change 
(Tessaring 1999). 
Investment in training is not the only relevant 
decision for any involved party, namely indi-
viduals, firms or governments. Firms, for ex-
ample, have to decide on products, product 
quality, capital investment and innovations. 
Some of these decisions are highly interre-
lated to training decisions, such as introduc-
ing new products or new processes for improv-
ing the firm's position in the market. Firms 
have the option to hire skilled labour without 
training, which might lead to negative exter-
nal poaching (Hocquet 2000) and insufficient 
training in a private economy. 
The term 'training' should not be restricted 
to formal training activities, especially when 
one looks at CT (Weiss  1994, Pfeiffer and 
Reize 2000). Learning by doing, that is infor-
mal training at the work place, has impor-
tant economic implications as well. Arrow 
(1962) assumes that the productivity of  a firm 
depends on the total experience of all firms 
(measured by accumulated gross capital in-
vestment). In the course of  time the same out-
put will be produced with less and less labour 
('learning curve'). The productivity effect 
arises solely from the process of learning 
through production ('learning by doing'), and 
the common knowledge character of experi-
ence ('knowledge spillovers'). 
Individuals also have to choose between sev-
eral alternatives and actions. They can choose 
to change their firm to get higher wages, or 
they can choose to participate in privately fi-
nanced training programmes. For individu-
als, to undergo VET is an important and far-
reaching decision, and they should therefore 
be careful when making this decision. Expec-
tations about the outcome of training, taking 
into account that other people may also de-
cide to train, do indeed play a measurable role 
in individual behaviour (Heckman, Lochner 
and Taber 1999). 
One general aspect to consider for all parties 
is the topic of timing of investments in hu-
man capital. Among other things, timing de-
pends on compulsory school regulation, indi-
vidual abilities, labour market regulations 
and career plans. This consideration suggests 
that the decision to undergo a particular train-
ing measure is part of  a larger set of  economic 
activities of firms, training institutions and 
individuals. Therefore, it does not always 
make sense to talk about the effect of train-
ing isolated from its context, since training is 
one of several simultaneous economic activi-
ties. 
The determinants and effects of training de-
pend on labour market institutions and the 
path of economic and technological develop-
ment. They also depend on national educa-
tion and training systems. That is, they de-
pend on how and by whom education and 
training is financed, on its content, qualifica-
tion and assessment. Training systems in 
Europe vary to a great extent with respect to 
all of these factors, as has been documented 
in the first report on vocational training. Com-
paring outcomes of different training types 
in the different systems in Europe may help 
to understand the complex interrelationships 
between education, training and outcomes. It 
may also provide a guideline for the optimal 
spacing of  investment in training throughout 
life and improve the understanding of  the role 
of  government in optimising content, finance, 
assessment, qualification and participation. 
Since training is viewed as an investment in 
this study, there should be a parallel between 
the cost and benefits of  training (Lynch 1994, 
Booth and Snower 1996). According to the 
distinction of Becker, individuals receive a 
large part of  the return of  investment in gen-
eral skills and human capital themselves. 
They should therefore bear a large part of the 
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costs. This system works if, after making the 
investment, individual productivity is higher 
and wages on average are higher for trainees 
thus providing an incentive for the invest-
ment. Furthermore, this system only works 
if individuals can borrow money to finance 
their general training or if wages are lower 
during the training period. If  capital markets 
are not perfect, that is, if  there are credit con-
straints, not all those wishing to participate 
in training for reasons of efficiency might be 
able to do so. This can be an important issue 
for privately funded education systems and 
usually serves as one rationale for govern-
ment interventions; another rationale is posi-
tive externalities of education, because they 
may also lead to insufficient investment in 
human capital in a  free market economy 
(Booth and Snower 1996). If  government sub-
sidises general training, private returns in the 
form of higher wages can, in principle, be 
lower than in the case of training which is 
purely privately financed. 
Changes in wages are not only determined 
by training, but also by a larger set of  factors 
(Hamermesh 1993), among them the amount 
of investment in machines and human capi-
tal investments in the population. If the 
amount of training in the population is con-
siderable, which is the case in all European 
countries, it is necessary to take general equi-
librium effects of training into account. The 
returns to training can differ depending on 
whether one looks from a partial or general 
equilibrium view (Heckman and Lochner 
1998). In a general equilibrium view, the cost 
of  training and the longer-term impact on the 
economy-wide wage structure should be taken 
into consideration. 
The benefits of more specific types of train-
ing may lie in higher productivity gains for 
firms. Therefore, firms should bear the costs 
of more specific training and wages may not 
change after training. The relationship be-
tween the optimal amount of investment in 
general and specific human capital depends 
among other things on individual preferences 
and abilities, the capital and technology in-
tensity of firms and costs and financing ar-
rangements. The returns on more specific hu-
man capital may additionally depend on the 
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amount of general human capital that a per-
son has acquired. Thus, education, initial and 
continuous training are interrelated and the 
incidence and impact of training depends on 
the training system of a society as a whole. 
Over-education or coordination failure be-
tween several types of training may arise in 
an economy. An example of coordination fail-
ure seems to be the German training system, 
where general university education is largely 
paid for by the government, while vocational 
training is not. Recent trends in the demand 
for labour suggest that due to rapid techno-
logical change, vocational skills are becom-
ing obsolete at an increasingly faster rate, 
which favours cognitive and more academic 
skills (skill-biased technical change, see 
Blechinger and Pfeiffer 2000, Machin 1996, 
Machin and van Reenen 1998). The bias in 
favour of  skilled labour depends furthermore 
on labour market institutions. The more rigid 
the wage structure is, the faster upskilling 
will be during the computer revolution 
(Blechinger et al. 1997). 
Labour markets in Spain might serve as an-
other example of situations where labour 
market regulations also have secondary un-
desired effects. One reason for the very high 
unemployment rates for young people in 
Spain is the employment protection rules for 
older workers. The Spain youth labour mar-
ket has therefore been characterised as a 
high-skilled - bad job labour market, since 
high skilled individuals end up in low skilled 
jobs, crowding out low skilled individuals 
(Dolado et al. 1999). 
For other authors, the problem of under in-
vestment in general skills might be a serious 
problem for  economic development. There 
might be a complementarity between general 
human capital and technological development 
(Acemoglu 1996). A lack of basic skills might 
hamper the speed of innovation. Firms who 
want to innovate have to train their work-
force, which means additional costs of inno-
vation for the firms and therefore less inno-
vation and productivity gains. This can 
theoretically lead to the vicious circle of 'bad 
skills-bad  jobs' or 'low innovation -low train-
ing' equilibria (Snower 1996). Training and individual performance: evidence from microeconometric studies 
Individuals, firms, educational arrangements 
and labour and product markets are charac-
terised by a large degree of heterogeneity, 
where VET and CT play different roles. The 
rest of the paper is devoted to looking more 
closely into the relationship between VET, CT 
and outcomes in the labour market using data 
sets from firms and individuals. The follow-
ing part introduces the potential and limita-
tions of data sets, the methods used, as well 
as measurement problems with training vari-
ables and main explanatory variables. 
4. Econometric methods, data 
and measurement issues 
4.1 Econometric methods 
Most studies reviewed below use economet-
ric methods to quantify the determinants of 
training and its impact on wages, hours of 
work, duration of  job search, duration of em-
ployment and other outcomes. Most of the 
studies explicitly take care of the self-selec-
tion problem in quantifying the impact of 
training. They model the decision to train and 
the outcome of training simultaneously. 
The problem of impact measurements in so-
cial sciences3  when compared with natural 
sciences is that social programmes cannot be 
easily isolated from real life processes (with 
the exception of psychological experiments). 
Social programmes such as public VET policy 
are embedded in real life. The main task of 
research is to measure the impact of the pro-
gramme despite the fact that many other fac-
tors simultaneously influence participating 
3  For an in depth discussion of the methodologi-
cal issues see Heckman, LaLonde and Smith (1999) 
and for a broader discussion of an evaluation of 
the welfare State and cost-benefits analysis of  edu-
cation and tax policies, Heckman and Smith (1998) 
and Heckman, Lochner and Taber (1999). Discus-
sion in the paper will concentrate on the determi-
nants and effects of training with the exemption 
of training programmes as part of the active la-
bour market policies for the unemployed. For an 
extensive literature survey on impacts of active 
labour market programmes in the United States 
and Europe, see Heckman, LaLonde and Smith 
(1999). 
individuals or firms and thus the desired out-
comes. These influences stem from individual, 
social, economic and policy factors. 
The coefficients of econometric works based 
on single equation outcome models with some 
training indicators as an explanatory vari-
able, can be seriously biased by self- and/or 
programme-selection. Participants in train-
ing do not usually constitute a random sam-
ple of the workforce or the population of un-
employed people. Those who see comparative 
advantages and higher net benefits in train-
ing might have higher probabilities of  partici-
pation. Comparative advantages may result 
from lower costs of  training or higher expected 
returns, or there might be special preferences 
towards training. 
There is an ongoing scientific debate on the 
question of  selectivity, individual heterogene-
ity and the role of institutions. If selectivity 
is empirically relevant, then simple compari-
sons of means of outcome variables between 
non-participants and participants in training 
and the coefficients of single equation mod-
els might be seriously biased. More complex 
econometric models would often be needed to 
solve the so-called 'comparison problem'. It is 
not possible to observe the outcome of an in-
dividual participating in training and the 
outcome of the same individual in the case 
where he/she would not have participated in 
that training. On the other hand, the differ-
ence between the mean earnings of non-par-
ticipants and participants in training can be 
a misleading guide for assessing the impact 
of  training. This is the case, for example, when 
participants in training programmes are more 
highly motivated or have higher innate abili-
ties than non-participants. In such cases, 
earnings, working hours, or other outcome 
variables of interest may have already been 
higher before the participation in training and 
training may have no impact at all. 
The advantages of  training are usually identi-
fied by the difference between the two out-
comes, one observed, and the other not observ-
able. To assess the impact of training, one has 
to rely on estimates which can be based on a 
group of people without training. Obviously 
this group of people should be identical with 
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the people participating in training with re-
spect to all relevant characteristics (whether 
they are observed or not) of the people and the 
environment in which they live. The compari-
son problem is to find such a control group. 
The precision and accuracy of  the estimate will 
depend on the precision and accuracy of the 
control group. While some researchers believe 
that the comparison problem can only be re-
solved by means of social experiments, others 
have developed statistical and econometric 
tools for unbiased estimates of the impact of 
training with the help of non-experimental 
data. 
In classical experiments, prospective pro-
gramme participants have been randomly di-
vided into one experimental and one control 
group. Given this research design, the differ-
ence between the outcome in both groups 
must be a result of  the programme if  all other 
conditions are similar. The other approach 
uses information from participants and non-
participants of actual programmes. In this 
case, the individuals participating in a pro-
gramme have been selected systematically, 
either by themselves or by specific programme 
rules. Since social experiments are rare in 
Europe, current research into the determi-
nants and impact of training in Europe de-
pends on non-experimental data and ad-
equate econometric tools. 
One possible solution is the comparison of  the 
individual outcome variable before and after 
participation in VET in the framework of an 
econometric model (see Blundell et al. 1997, 
Pannenberg 1997 and Pischke 1996 for such 
a  procedure). This information is, however, 
often not available, for example when people 
are young and have no labour market experi-
ence before entering VET. Pfeiffer and Reize 
(2000) use the concept of the comparison 
group in two ways. On the one hand, they com-
pare trainees and non-trainees, taking care 
of the selection problem with econometric 
methods. This is a common way of  taking ad-
vantage of non-experimental comparison 
groups. 
Furthermore, the determinants and impacts 
of continuous work-related training between 
employees and the self-employed are com-
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pared. In this case, the self-employed group 
serves as a  comparison group for assessing 
the relevance of estimated effects of CT for 
the group of employees. The self-employed 
decide for themselves concerning the amount 
of investment in training. In the case of em-
ployees, firms decide who participate in their 
work-related training programmes. The de-
cision process is therefore more complex for 
employees, and aspects such as poaching ex-
ternalities, funding or promotion ladders be-
come important. Therefore, the estimated 
impact of  training in the self-employed group 
provides a sort of  benchmark value for assess-
ing the role of human-capital for training in 
the group of employees (see Cohn and Geske 
1990 for a survey on former studies based on 
differences between self-employment and 
wage work). 
There might be intentional and unintentional 
outcomes of training, or the lack of it, which 
are either favourable or unfavourable for the 
individual, firm, region or industry, or the 
whole economy. Most econometric studies in-
vestigating training analyse the direct in-
tended impact at personal or company level 
for some favourable variables such as wages, 
productivity, employment prospects, etc  .. Sec-
ondary, sometimes undesirable effects occur-
ring to other individuals, or at other firms or 
industries, might be important (so-called gen-
eral equilibrium effects), although they are 
seldom investigated in empirical research. 
Examples of research which addresses these 
issues in a  more indirect manner are the 
aforementioned studies on skilled-biased 
technological change and on over-education 
(Hartog 2000). 
Secondary effects cannot be excluded empiri-
cally a priori. If  some firms, for example, pro-
vide excellent training for their employees and 
thus are more competitive, other firms might 
lose market share, or their employees may 
have a higher probability of  being dismissed. 
Such negative indirect effects are, however, 
difficult to trace, and their assessment often 
requires costly research designs. One impor-
tant general equilibrium effect stems from the 
fact that government promotion of VET has 
to be financed and therefore affects the budg-
ets and welfare of taxpayers. ______ Training and individual performance: evidence from microeconometric studies 
4.2 Microdata on VET 
The aim of microeconometric studies on edu-
cation and training is to investigate the de-
terminants of training and assess its impact 
on subsequent working careers taking into 
account observed factors such as age, gender, 
labour market conditions as well as unob-
served factors such as motivation or innate 
abilities. These studies are based on micro-
data. The units of observation are either in-
dividuals, firms or both.
4 The aim and scope 
of data differs considerably. Not all were, for 
example, collected for studying VET-related 
issues exclusively. This part provides an in-
troduction to the empirical basis which should 
be helpful for a critical understanding of the 
results. The data belong to one of the follow-
ing four types (see Table 2): 
a) cohort data (CD); 
b) cross sections (CS); 
c)  repeated cross sections (RCS); 
d) panel data (PD). 
CD consists of all persons or a sample of per-
sons born for example in 1958 in England. 
These persons are either interviewed once in 
a retroperspective manner which is the case 
with the German Life History Study (GLHS), 
the Brabant Survey (BRAS), the Norway Sur-
vey (NORS) and the Lancashire Career Data 
Survey (LCSD), or are followed during their 
life on a regular basis. An example for the lat-
ter is the English National Child Develop-
ment Study (NCDS  ). 
The four cross-section data (CS) survey sam-
ples of persons or firms from a well-defined 
population at a point in time. The Dutch wave 
of the International Adult Literary Survey 
(DIALS) is a survey based on a sample of the 
whole Dutch population in 1995; the French 
Survey on Education and Qualifications 
(FDQ) is based on a  sample of the adult 
French population; the Company Training in 
4  There is a  tendency in empirical work to  use 
matched employees-employer data (see Bellmann 
et al. 1999, Bratberg and Nilsen 1998, Entorf and 
Kramarz 1997, Krueger and Rouse 1994). 
Ireland (CTIRE) data survey firms from Ire-
land in 1993, and the Community Innovation 
Survey (CIS) surveys firms from manufactur-
ing in 12 European countries in 1993. 
If  survey data for well-defined populations are 
produced regularly without being connected 
individually, they are called repeated cross 
sections (RCS). Examples of this type of data 
are the German Qualification and Career 
(Q&C) data, a representative sample of em-
ployees surveyed in 1979, 1985 and 1991; the 
German Labour Force Survey (GLFS), a rep-
resentative sample of  the population surveyed 
every year (since 1991 GLFS has been part of 
the European Labour Force Survey), and the 
Swedish Level of  Living Survey (SLLS), a rep-
resentative sample of  the Swedish population 
surveyed in 1968, 1974, 1981 and 1991. 
The last type of  data sets is termed panel data 
(PD). The same units of  observations are sur-
veyed at different time points again and 
again. Six studies rely on panel data, three 
on individual panel data (Dutch Biannual 
Labour Supply (OSA), biannually since 1992; 
German Socia Economic Panel (GSOEP), an-
nually since 1984; Norwegian social insurance 
data CKIRUT) since 1989), three on firm panel 
data (Collective Bargaining in Large Firms 
(NCGE) in Spain since 1979, the Hannover 
Firm Panel (HFS) covering industrial firms 
in Lower Saxony, Germany since 1993 and the 
German Plant Panel (GPP) covering plants 
in Germany since 1993). 
In a recent Employment Outlook (OECD, June 
1999), the determinants and wage impacts of 
continuous training in seven OECD countries 
are studied: Australia, Canada, France, Ger-
many, United Kingdom, Italy, the Nether-
lands also based on microdata. For European 
countries, they used the 1993 cross section of 
the German Socia Economic Panel, the French 
Survey on Education and Qualifications of 
1993, the 1996 cross section of the British 
Household Panel of 1996, the 1991 Bank of 
Italy survey and the 1994 cross section of  the 
SocioEconomic Panel of  the Netherlands. For 
a description of  the last three data sets, which 
look quite promising for microeconometric 
research on training issues and which are not 
mentioned in Table 2, see OECD (1999). 
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.Training and individual performance: evidence from microeconometric studies 
The remaining data designs differ according 
to the main focus of  the surveys (see Table 2). 
While some aim directly at analysing train-
ing issues, others have different aims or 
should best be characterised by a multitude 
of aims. Nevertheless, these data have been 
used for analysing the determinants and im-
pact of training. It is necessary to keep the 
main focus of the data sets in mind when in-
terpreting the results or discussing policy im-
plications. 
The following categories of aims can be dis-
tinguished (see also Table 2): 
a) the main objectives are the study of the 
determinants and impact of  education and 
training (CTIRE, GLHS, FDQ, LCSD, 
Q&C); 
b) the main objectives are also related to edu-
cation and training (BRAS, DIALS, GSOEP, 
GLFS, NCDS, NORS, OSA, SLLS); 
c)  the objectives focus  on a  different set of 
topics; meaningful questions on education 
and training are included (CIS, GPP, HFP, 
KIRUT NCGE). 
From the 18 data sets under consideration, 
five belong to category  A, which was originally 
designed to provide an understanding of the 
relationship between training and the out-
come of  training, for example the performance 
of  the labour market. Eight belong to the sec-
ond group, where the study of training is one 
among several aims. As an example, the Ger-
man or European labour force surveys should 
be mentioned, which aim at investigating is-
sues such as participation, family situation, 
unemployment, social insurance and so  on, 
and also continuous training. Five sets of  data 
belong to the last category. They provide 
meaningful information on training, but have 
different aims. An example for this category 
is the 'Collective Bargaining in Large Firms' 
(NCGE) study from Spain, which aims at in-
vestigating wage-setting in large Spanish 
firms, but nevertheless provides meaningful 
information on firms' investment in training. 
The types of data have specific advantages 
and disadvantages for investigating VET-re-
lated themes. Below, some of them will be 
sketched very briefly. Cohort data provide 
valuable information for a well-defined cohort 
of  persons, but no information on individuals 
of other cohorts. Interactions between cohorts 
on the labour market cannot be studied. With 
cross section data it is, on the other hand, not 
possible to disentangle age and cohort effects. 
Earnings equations based on cross sections 
presuppose constant age-education-earnings 
relationships over time, which might be ques-
tionable in a dynamic world. 
Longitudinal studies based on panel data or 
repeated cross sections are constructed to 
overcome these restrictions. Aspects of indi-
vidual biographies, such as lifetime-earnings-
profiles or education and training histories 
can, in principle, be investigated if the time 
period is long enough. The GSOEP, for exam-
ple, started in 1984 and contains a biographi-
cal annex for all persons surveyed for the first 
time in 1984. In principle, longer life histo-
ries can be reconstructed with such a design. 
However, longitudinal data might be plagued 
by the problem of  comparison of  variables and 
other information over time and might be af-
fected by fluctuations in the business cycle or 
political and other events. Changes in the 
definitions of earnings, working conditions 
and hierarchies over longer time periods 
might lead to spurious correlations in empiri-
cal work. 
The lessons to be learned from empirical work 
seem to be that there is no single ideal data 
set for all research problems. An ideal data 
set will depend on the goal under investiga-
tion and on financial resources as well, since 
conducting surveys is expensive. 
Recently, in OECD countries and/or European 
countries, four surveys have been conducted 
to provide harmonised training statistics for 
OECD or European countries (OECD 1999): 
the International Adult Literacy Survey 
(IALS) 1994-95, the European Labour Force 
Survey (ELFS) 1997, the OECD/INES (Indi-
cators of  Education Systems) data on continu-
ingtraining 1991-96, and Eurostat's Continu-
ing  Vocational Training Survey (CVTS) 1994. 
These surveys provide valuable insights into 
training among the different countries. Com-
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Table 3:  Dimensions of training in microeconometric studies 
Dimension  Description 
Type of training  initial training, continuous training; 
Degree of formality  informal training (learning by doing); 
formal training courses: 
without a recognised vocational qualification, 
with a recognised vocational_qualification. 
Content  general knowledge; 
work-related training courses; 
occupation-specific training courses. 
Subject  electronic data processing, languages, etc. 
Provider  employer-provided training courses; 
individually provided training courses; 
government-provided training courses 
Place  at school; in the classroom; 
at the workplace, inside a firm; 
outside the firm 
Duration  in days, month or years 
Frequency  number of courses taken in a month, year or in a 1  0-year 
period 
Amount of resources invested  costs 
Source: own composition. 
parative research on VET in different coun-
tries based on cross section data now becomes 
possible. 
However, measured participation rates in CT 
differ significantly between the four surveys 
(OECD 1999:142, 144), which is presumably 
a  result of different definitions of training 
between the surveys and, furthermore, of 
sample sizes. To give the reader a numerical 
example of the diverging participation rates 
in career or job-related training: in Germany 
this rate amounts to 20%  according to the 
IALS, 4.2% according to the ELFS, 33.3% ac-
cording to the OECDIINES, and 24% accord-
ing to the CVTS (OECD 1999: Table 3.2). That 
seems to indicate that harmonisation of sur-
veys to provide harmonised statistics might 
not always be a superior strategy of data col-
lection. 
Some of these surveys have been used for 
microeconometric work in some countries. The 
IALS data have been used for investigating 
training in the Netherlands (Oosterbeek 
1998), the ELFS data for investigating train-
ing in Germany (Pfeiffer 1997). Although 
24 
these surveys seem to have specific problems 
as mentioned above, VET-related research 
could be improved if  the data were to be used 
more systematically for all countries. 
4.3 The measurement of training and 
outcomes 
Training, like human capital, has several di-
mensions. In empirical research, it is neces-
sary to measure the dimension of training. 
There are qualitative and quantitative dimen-
sions. The following dimensions have been 
investigated, some of them overlapping (see 
Table 3). Besides more qualitative dimensions 
such as training in a classroom, at or outside 
the workplace, or training with or without a 
qualification certificate, there are some quan-
titative dimensions, such as the hours, days 
or years of training, or the cost of training. 
The studies presented all use slightly differ-
ent definitions of training and none include 
comprehensive information on all dimensions 
of training. 
Furthermore, it is necessary to measure the 
impact of training, which may reveal further Training and individual performance: evidence from microeconometric studies 
Table 4: The outcome of training 
TYpe of training  initial training, continuous training; 
Type  wages, earnings, productivity, 
hours of work, 
time of search for the first job, 
length of duration of the first job, 
mobility (regional, occupational), 
upward mobility, 
employment/unemployment, 
further training, 
others (health, fertility, democratic values, etc. not 
investigated here) 
Impact  direct intended impact, 
direct impact not intended but favourable, 
direct impact not intended and not favourable, 
indirect impacts (general equilibrium effects), 
both desired or undesired 
Level  individual, 
firm, 
training institution, 
region, 
industry, 
economy 
Source: own composition. 
dimensions (see Table 4).  There must be a 
close relationship between the aim of  a train-
ing programme and tJ:l_e measurement of  out-
come variables. In empirical literature, out-
come measures include wages, earnings, 
productivity, hours of  work, time of  search for 
the first job after VET, length of duration of 
the first job, mobility (regional, occupational), 
upward mobility, employment and unemploy-
ment probabilities, further training and oth-
ers. 
While some types of vocational training aim 
explicitly at providing more general skills in 
the sense of transferable knowledge (trans-
ferable between firms, technologies and over 
time) such as the German dual vocational 
training system, others aim at providing 
rather specialised skills (such as large parts 
of CT) to master specific aspects of everyday 
work, for example a two-day training course 
to understand a  new version of an internet 
browser. There are even more different types 
of  training which aim at reintegrating people 
into the regular labour market, which applies 
for most active labour market programmes. 
Furthermore, training programmes might 
have undesired secondary effects. This leads 
to a distinction between the direct impact of 
training at individual or firm level and indi-
rect impact, sometimes termed 'general equi-
librium impact'. For example: if an increas-
ing number of  people are trained with specific 
skills, the returns to this type of  training may 
decline, or the number of  people trained with 
more general skills may have an impact on 
the demand for labour in a  different skill 
group. 
4.4 The set of explaining factors 
The task of the research is to assess the de-
terminants and the isolated impacts ofVET. 
Researchers try to quantify the direct impact 
of training, which is the difference between 
the outcome variable before and after train-
ing within the framework of  econometric mod-
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els. Often the determinants of participation 
in VET and its outcomes are modelled simul-
taneously, which seems a natural way of  tack-
ling the issue, since training is chosen indi-
vidually or by firms through its impact on 
desirable outcomes. The set of explanatory 
factors explaining training usually includes 
all or some of  the following categories of  vari-
ables: 
0  Socio-demographic background and work 
history (age, gender, experience, periods of 
unemployment, ... ); 
0  family background information (education 
of parents, place of residence, ... ); 
0  educational background and ability vari-
ables (intelligence scores, educational de-
grees, ... ); 
0  information on former or current labour 
market conditions (regional unemployment 
rate, ... )and characteristics of the firm (if 
training was or is provided in a firm); 
0  information on the training institution 
(type of school, qualifications,  ... ). 
The set of explanatory factors explaining the 
impact of training includes variables which 
also belong to the above categories of  variables 
as well as training indicators. 
5. Discussion of  results 
5.1 Summary 
The determinants and effects of training de-
pend on individual characteristics, labour 
market institutions and the path of  economic 
and technological development. Furthermore, 
they depend on national education and train-
ing systems. Education and initial and con-
tinuous training are interrelated, and the in-
cidence and impact of  training depends on the 
training system of society as a whole. 
Critical review of empirical literature seems 
to indicate that the more structured the whole 
VET system is through institutional arrange-
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ments and State regulation, and the higher 
the amount of more general investment in 
human capital provided in the early years of 
life or of an employment relationship is, the 
lower the measured returns to continuous 
training are after the high initial investment. 
Conversely, the less structured the training 
system, the higher the measured returns of 
continuous training seem to be. 
Furthermore, selectivity plays an important, 
but different role in training systems. It  seems 
as if the more people or workers are trained 
to reach a higher level of general vocational 
skills, for example through State-financed 
training systems, the greater impact selectiv-
ity has on the labour market after finishing 
VET at schools and/or firms. The role of CT 
then changes: worker promotion becomes 
more important and those who are promoted 
are trained as well. However, if the govern-
ment-regulated training system provides less 
general human capital during the early stages 
of an individual's life, selection for  training 
at the workplace becomes important and the 
aim of training lies in providing specific or 
general skills. 
5.2 The determinants of training 
The discussion of  results starts with the ques-
tion of  who participates in  VET and CT? While 
in some countries such as Germany, the dif-
ference between initial VET and CT is rather 
clear cut, in other countries such as the United 
Kingdom, the difference is not so clear. In Ger-
many, young people who do not enter the uni-
versity system have to participate in the dual 
vocational training system. Young people ei-
ther start a regular two-and-a-half to three-
and-a-half year apprenticeship training 
scheme with a firm, or if they do not find an 
apprenticeship training place, they have to 
go to special VET schools until the age of 18. 
Mter finishing that phase of education and 
training, continuous training can start. In the 
United Kingdom, statutory schooling ends at 
the age of  16. Thereafter, there are three main 
qualification pathways (job-specific training, 
general vocational education, general educa-
tion, OECD 1998b, Chapter five). One differ-
ence from the German system seems to be a 
higher degree of freedom and less institu-Training and individual performance: evidence from microeconometric studies 
tional regulations with respect to choices of 
individuals and firms. Therefore, the bounda-
ries between initial and continuous training 
are sometimes less obvious. 
Evidence from empirical work (which has 
been put together in Table 5) can be summa-
rised as follows: 
0  family background, school quality and abil-
ity (measured for example with mathemat-
ics scores) are important determinants of 
participation in VET and CT; 
0  CT first increases in parallel with experi-
ence and begins to decrease after 10 to 20 
years; 
0  higher educational qualifications or voca-
tional skills seem to increase the probabil-
ity of receiving CT; there seems to be a cor-
relation between the occupation chosen in 
initial and further training; 
0  former participation in CT also seems to 
raise the probability of CT; 
0  women do not have higher probabilities of 
participation than men and in some stud-
ies probabilities are lower; 
0  self-employed persons have a lower prob-
ability of participation than employed 
workers; 
0  minority groups, for example immigrants, 
have a lower probability of  receiving train-
ing; 
0  part-time workers receive less training 
than full-time workers; 
0  larger firms provide more training than 
smaller firms; 
0  training probabilities in growing and in 
high-tech industries are higher; 
0  training probabilities are higher in more 
unionised industries and union members 
receive more training than non-union 
members; 
0  the probability of training decreases with 
job tenure, although the pattern in the first 
20 years is far from being monotonous; 
workers staying in the firm where they 
received initial training have a lower prob-
ability of training than other workers; 
0  public sector establishments provide more 
training than private sector establishments; 
0  for the self-employed.,. non-formal CT seems 
to be more important than formal CT; 
0  initial training and CT seem to be substi-
tutes in part. 
These results indicate that selection and se-
lectivity are important issues in the determi-
nants of training. Training does not seem to 
be a random element of human economic ac-
tivity. However, not all the results shown in 
the list are found in all of the studies. It is 
these differences that can help obtain a deeper 
understanding of  the forces underlying train-
ing. The following issues are discussed in 
greater detail: the relationship between ini-
tial and continuous training, the role of gen-
der and the determinants of  initial training. 
Although there is some need for more differ-
entiation, most of  the studies seem to confirm 
the positive relationship between the amount 
of  human capital received in initial education 
and training and continuous training which 
becomes clear from the aggregate data (see 
Table 1) in a multivariate statistical frame-
work. For studies based on personal data, see 
Arulampalam and Booth (1997), Blundell et 
al.(1997,  1999), Goux and Maurin (1998), 
Groot (1995), Pannenberg (1995, 1997, 1998), 
Schomann and Becker (1995) and OECD 
(1999); for  studies based on firm data, see 
Alba-Ramirez (1994), Gerlach and Jirjahn 
(1998). 
Oosterbeek (1998), who examined supply and 
demand factors in terms of  training determi-
nants, was able to show that while for firms 
(the demand side) education is insignificant, 
it is not for individuals. He suggests that the 
positive correlation between education and 
CT found in most of the studies is the result 
of omitted ability variables or self-selection. 
Furthermore, he argues that this finding is 
not a result of selectivity effects from the de-
mand side. For firms, it does not matter 
whether they train better educated or less 
educated workers, but for individuals there 
are differences in the payoff of  training, with 
a higher payoff  for the better educated. There-
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 Training and individual performance: evidence from microeconometric studies 
fore,  more better educated people are more 
likely to participate in training. 
Pfeiffer and Brade (1995), who processed de-
tailed information on the subject of  university 
education (engineers, natural scientists, em-
ployees in administration, economists and oth-
ers), find that there is no monotonous positive 
correlation between education and CT. Their 
findings suggest that workers with a univer-
sity degree in engineering or natural sciences 
have no higher probability of participating in 
CT than workers with apprenticeship train-
ing. Conversely, teachers and other workers 
with a degree in social sciences had a  much 
higher probability of participating in CT. The 
authors conclude that in the age of natural 
science, engineers and natural scientists are 
the main producers of  new knowledge and new 
products, and that the activity of this group of 
workers generates the need of CT for other 
staff. Therefore, engineers do  not have the 
highest probability of participating in CT. 
Findings suggest that education is not the 
only factor of the positive relationship be-
tween initial and further training. The activi-
ties of  an employee, that is his or her position 
and tasks within the firm, have some explana-
tory power, too. Most of the studies cited only 
give some broad information on education and 
are therefore not sui  ted as a basis for a deeper 
discussion of this question. One further ex-
ception is the study of Pfeiffer and Reize 
(2000) which indicates that in Germany the 
determinants of  training for workers with an 
apprenticeship degree are higher if the type 
of apprenticeship belongs to the electro-tech-
nology or commerce industries compared to 
other trades. Such differences point to occu-
pation-specific differences in skill needs re-
sulting from technological change, or in dif-
ferences in the quality of initial training in 
different trades. 
A comparison between employed and self-
employed people to identify the determinants 
of  self-employment indicates that for the self-
employed, the negative gender effects are not 
significant (Pfeiffer and Reize 2000). Since the 
self-employed decide on CT on their own, this 
says something about the role of the worker-
firm relationship in the selection of partici-
pation in CT. It is not that women do not want 
to undergo training, but that firms seem to 
prefer men. A similar finding and argument 
is reported by Oosterbeek (1998), who argues 
that this behaviour may be the result of a 
higher investment risk, since women have a 
higher probability of career interruptions 
than men. The OECD (1999) study also found 
no significant gender differences in partici-
pation rates based on recent surveys. 
Focusing on the determinants of  participation 
in initial VET, evidence suggests that school 
quality and innate abilities have some ex-
planatory power. The family background (par-
ents' educational attainment) and the alter-
natives available to the individual also seem 
to be important for explaining participation 
in VET. There is by and large a positive rela-
tionship between parents' educational quali-
fications and the educational qualifications of 
children, although during the educational 
revolution a larger number of children from 
parents with lower educational qualifications 
entered universities (for Germany see Pfeiffer 
1997). Innate differences in abilities can ex-
plain 50% of the variance of intellectual ca-
pacities of  young people (Weinert 1997). Fur-
thermore, the ability differentials stay rather 
constant over long periods and seem to be 
unaffected by schooling. 
The study of Andrews and Bradley (1997) 
gives insights for a region in Britain. The re-
sults seem to indicate that a higher academic 
level reduces the probability of participating 
in VET after compulsory school and increases 
the probability of  attending a university. The 
same is true for young people's occupational 
preferences and associated expected lifetime 
earnings. Judging from that variable, non-vo-
cational continuing education is preferred to 
continuing vocational training, which again 
is preferred to the remaining alternatives 
(youth training schemes, working and on-the-
job training, unemployment). 
School type and quality seem to matter, al-
though this is an ongoing debate. Dearden, 
Ferri and Meghir (1997) provide a summary 
of  the research on school quality, educational 
attainment and wages, a large part of which 
has been carried out in the USA. Andrews and 
29 FriedhelmPfeiffer ________________________________________________________  __ 
Bradley (1997: 399), for example, differenti-
ate between standard schools maintained by 
local authorities, a 'voluntary/grant' category 
and 'special' schools, 'which cater mainly for 
the needs of  young people with learning diffi-
culties'. 
These variables have some explanatory power 
for explaining the long-term career choices of 
pupils. For example, schoolleavers from spe-
cial schools have a higher probability of  join-
ing youth training schemes, while those from 
the first category have a higher probability of 
joining non-vocational continuing education. 
School size can also have an influence on the 
probability of  non-vocational continuing edu-
cation, where the greater the school size, the 
greater the negative influence. 
Andrews and Bradley (1997: 408) conclude: 
'Moreover, the estimates ...  suggest a  clear 
ranking of  outcomes, where the most able end 
up following non-vocational continuing edu-
cation, and the least able end up either un-
employed or with jobs with only on-the-job 
training  ... ' It is not clear how valid this state-
ment is for different countries in Europe and 
for different types of training systems. 
5.3 The effects of training 
Does training have a positive impact, for ex-
ample on productivity, job search duration and 
mobility and if so,  what is its quantitative 
magnitude? Which part of the observed dif-
ferences in wages or wage growth, in hours of 
work, or job duration can be attributed to 
training? Most econometric studies have in-
vestigated the effects on wages, on earnings 
or corporate productivity. 
One should bear in mind that in standard 
earnings equations (so-called Mincer earnings 
equations) in cross-sections, 25 to 50% of the 
variance of earnings or wages can be ex-
plained by human capital variables such as 
years of education or educational qualifica-
tion, training, age, professional experience, oc-
cupational status, technology and gender. The 
rest remains unexplained. This demonstrates 
that a quite substantial part of  earnings vari-
ation among workers remains unexplained by 
the standard human capital approach. Other 
30 
studies investigate the effect of training on 
job search duration, length of job duration, 
hours of  work, post training firm job mobility 
and upward mobility, and the impact on em-
ployment probability. Although training and 
other human capital variables often have 
some explanatory power, again a large part 
of  the individual variations in these outcomes 
variables remains unexplained by empirical 
research. 
The findings of  the econometric studies, which 
have been put together in Table 6, can be sum-
marised as follows: 
0  there is a positive correlation between VET 
and wages (found in all studies with the 
exception of one study for Norway, where 
the effect is zero, Elias et al. 1994; in the 
other Norwegian study, the coefficient is 
positive, Bratberg and Nilsen 1998); the 
positive relationship between VET and 
wages depends on the type of VET,  the 
country and the group of individuals un-
der investigation; the estimated returns 
range between 0 and 40%; 
0  family background and ability have meas-
urable effects on earnings (Blundell et 
al.1997, 1999); 
0  the estimated returns to training are by 
and large positive for the group of partici-
pants; there are examples where the esti-
mated returns turned out to be negative 
for  the group of non-participants (Groot 
1995, Groot et al. 1994, Oosterbeek 1998). 
This suggests the existence of comparative 
advantages, general equilibrium effects 
and self-selection; 
0  there is evidence that the returns for em-
ployed workers are higher than those for 
the self-employed (Pfeiffer and Reize 2000); 
0  there is evidence that the returns to CT 
are higher if  they are financed by individu-
als instead of firms (Pannenberg 1997); 
0  there is evidence that informal CT has re-
turns (Weiss 1994) as well and that these 
returns are lower than those of  formal CT 
(Pfeiffer and Reize 2000); there is further ______ Training and individual performance: evidence from microeconometric studies 
evidence that the degree of formalisation 
matters (Pfeiffer and Reize 2000), as well 
as school quality (Dearden et al.1997, not 
cited in Table 6); 
0  there is evidence that the returns from CT 
depend on the educational qualification 
and on gender (Blanchflower and Lynch 
1994, Blundell et al. 1997, Elias et al. 1994 
and OECD 1999, not cited in Table 6); the 
evidence for gender seems to be mixed, as 
well as the evidence with respect to educa-
tional qualification (Jonker et al.  1997); 
while former studies sometimes found a 
negative relationship between educational 
qualification and returns to CT, new stud-
ies with different econometric methods 
seem to challenge these findings (Abadie 
et al. 1999, not cited in Table 6); 
0  there is evidence that hours of work are 
positively correlated with CT (Pfeiffer and 
Brade 1995); 
0  there is evidence that upward mobility 
rises parallel to CT and educational quali-
fication (Schroder and Blomskog 1997, 
Goux and Maurin 1998, Pannenberg 1997); 
0  there is evidence that employment pros-
pects increase with educational qualifica-
tion and firm-related CT (Blundell et al. 
1997, Brat  berg and Nilsen 1998, Mayer 
and Carroll 1987); 
0  there is evidence that job search duration 
after initial education and length of job 
spells in the first job rise with educational 
qualification (Bratberg and Nilsen 1998) 
and with the amount of  human capital the 
firm invested in apprentices (Franz and 
Zimmermann 1999, not cited in Table 6); 
0  productivity of  firms rises parallel to train-
ing (Alba-Ramirez  1994, Gerlach and 
Jirjahn 1998); 
0  there is evidence which suggests the ex-
istence of poaching externalities (Hocquet 
2000); 
0  there is evidence that firms not only gain 
from specific investment in human capital 
(specialised training), but also from more 
general investment in human capital (gen-
eral training) (Barnett and O'Connell 
1998). 
Although considerable methodological and 
data problems remain to be solved - the re-
sult stems from different countries, different 
data, estimators and methods used, and of-
ten the main objective of these studies is 
rather positive than normative analysis -
these are interesting results which are espe-
cially important for VET policy. 
First, results indicate that classroom educa-
tion, work-related and more general types of 
training are beneficial for both firms and in-
dividuals. These benefits are not negligible 
and are sometimes rather large. Benefits from 
education. learning and training seem to oc-
cur to a  great extent between individuals, 
firms and regions. Individual heterogeneity, 
differences in the education and training sys-
tems, are important factors behind these dif-
ferences. 
Second, the result that education and train-
ing has positive benefits does not mean that 
policy has been optimal or that publicly pro-
vided VET should be enhanced. There is 
rather a lot of evidence for positive impacts 
of VET on participants and comparably less 
evidence on the impacts of VET in the group 
of  non-participants. In fact, there is evidence 
that self-selection on the one hand and gen-
eral equilibrium effects on the other are at 
work. Training has positive effects and net 
benefits for the group of trainees. However, 
there is also some evidence that for non-train-
ees, net benefits might not in fact be positive. 
From the viewpoint of economic efficiency for 
these individuals, training might be a  bad 
investment for firms, individuals and society. 
Furthermore, most of  the studies reviewed do 
not investigate the costs ofVET. 
Third, any benefits of CT seem to decrease 
with the level of  educational qualification. The 
lower the amount of  initial training, the lower 
the incidence of  CT, but the higher the meas-
ured returns in terms of  any increase in wage. 
The benefits ofCT for those who already have 
a  high educational qualification seem to be 
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related to rising wages to a much less extent 
than for those with a lower level of qualifica-
tion. However, it is currently too early to con-
clude on the basis of these findings and on 
economic efficiency reasons that people with 
a lower educational qualification should re-
ceive more training because their returns to 
training are higher (this seems to be one con-
elusion of  the OECD employment outlook re-
port, OECD 1999). The positive VET impacts 
for low educated people found in cross-sections 
(OECD 1999) might not stay constant in panel 
studies, hinting at unobserved heterogeneity 
problems in the cross-section studies (Abadie 
et al. 1999). 
A refined version of the hypothesis seems to 
be more in line with the evidence. To  a cer-
tain extent, VET and CT can be substitutes. 
In those countries where individuals invest a 
comparably large amount in initial VET (for 
example workers in Germany), returns to CT 
are lower than in those countries where peo-
ple invest a  comparably smaller amount in 
initial training, for example workers in the 
United Kingdom (compare Blundell et al. 
1999 and Pfeiffer and Reize 2000 or Pischke 
1996) or in the United States, where returns 
to continuous training also seem to be rather 
high (Lynch 1994). The refined hypothesis 
therefore postulates that returns to training 
after education are smaller if more people 
have received more initial education. 
Fourth, government intervention in the train-
ing process of firms certainly has effects, 
which should be carefully investigated. There 
is some evidence that the French system pro-
vides more workers with training, because it 
is compulsory for firms to do so. However, in 
this system returns to training seem to be 
zero, even for those participating in training 
(Goux and Maurin 1998). Government inter-
ventions into private training processes might 
therefore have unintended negative second-
ary effects, which should be understood care-
fully for rational policy reasons. 
Fifth, returns to CT seem to be higher for 
employed workers than for the self-employed 
(Pfeiffer and Reize 2000). From this result, 
one can conclude that human capital aspects 
in the narrow sense of productivity enhance-
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ment only constitute one part of the training 
story. CT is the result of  complex negotiations 
between workers and firms.  Self-selection, 
firm selection, industrial relations, and inter-
nal promotion ladders are important factors 
in the process of training. Training often 
seems to be the result of  a pre-selection proc-
ess where workers are matched to hierarchi-
cal positions. It is not always training which 
leads to higher wages but rather the selec-
tion process which is the driving force behind 
an increase in wage. After selection for higher 
positions has taken place, workers are trained 
and receive higher wages. So, if we observe 
that a  person has been trained, we often 
merely observe that he has been promoted. 
This is the case in the United Kingdom, Ger-
many and other countries. However, in the 
United Kingdom, returns to training seem to 
be higher than in Germany and investment 
in initial training is lower than in Germany. 
In France however, where firms have to pro-
vide training, returns equal zero. Therefore, 
training in the French system seems to be no 
indicator for internal promotion. 
Sixth, in the papers reviewed there is no clear 
picture of market or government failure. 
While some findings can be interpreted as 
evidence of market failure ('poaching exter-
nalities', Hocquet 2000), others suggest that 
market forces work in the 'right' direction. An 
example for the latter statement is that re-
turns to employer-provided CT have turned 
out to be lower than those of  individually pro-
vided CT which seems to be in line with fore-
casts from the human capital theory of G.S. 
Becker (Pannenberg 1997). Yet another exam-
ple is the zero return result for France (Goux 
and Maurin 1998), which could be interpreted 
as government failure since it is compulsory 
for firms to provide training, whether it is ef-
ficient for them to do so, or not. But overall, 
the studies surveyed cannot be used to draw 
strong conclusions on the relevance of mar-
ket or government failures. 
Seventh, training in a  competitive environ-
ment may have positive effects on some indi-
viduals and some firms, while it may have 
negative or positive effects on other individu-
als or firms at the same time, or later. Trained 
workers might crowd non-trained workers out Training and individual performance: evidence from microeconometric studies 
of the labour force or out of jobs, and firms 
which provide more training and more inno-
vative might crowd other firms out of prod-
uct markets, because staff of the former are 
better motivated and they have innovative 
products. These negative, indirect effects can-
not be ruled out in market economy.  Good 
firms with superior technologies or lower costs 
have higher survival probabilities than other 
firms. However, if training is subsidised by 
government, assessment ofVET programmes 
should take care of such indirect negative 
impacts. Some recent theoretical work is 
based on the assumption of positive external 
effects of  VET (Acemoglu 1996, Lucas 1988). 
In the case of positive technological external 
effects, the productivity of  trained workers in 
one firm is higher if  the workers of  other firms 
are also trained. Unfortunately, there is not 
yet enough empirical evidence on these issues 
with respect to training to be able to answer 
whether and under what circumstances train-
ing has a positive or negative secondary over-
all impact on society. 
Eighth, there seems to be a large heterogene-
ity with respect to the determinants and ef-
fects of training. The estimated effects seem 
to differ between individuals, regions, over 
time and even between researchers and meth-
ods. This is true even if the same data are 
used, as can be seen by a comparison of the 
numerous studies performed by the British 
NCDS or the German GSOEP data. From the 
evidence surveyed in this paper and the di-
versity of it, it is not possible to draw strong 
and very specific conclusions with respect to 
VET policies. However, it is possible to draw 
some broader conclusions with respect to VET-
related policy and research issues, which is 
carried out in the next part.  · 
5. Conclusions 
Although there is widespread belief  in a posi-
tive relationship between education, training 
and growth, the evidence provided so far is 
far from complete. Aggregate figures for the 
European Union suggest a clear hierarchical 
pattern in the labour market: those who are 
better educated are on average more fre-
quently found in the work force, have higher 
earnings, participate more often in formal 
continuous training, are less often unem-
ployed, are more often self-employed, have a 
higher regional mobility, and work with newer 
and more high tech equipment. Job mobility 
on the other hand is negatively correlated 
with the amount of human capital invested 
in a specific occupation, since investment in-
creases switching costs. The pattern seems 
to have been rather stable over the past few 
decades, although continuing skill-biased 
technological change provides a challenge for 
VET policy in Europe. 
These stylised facts do not necessarily mean 
that those who are better educated or have 
higher educational qualifications also have a 
higher lifetime income or utility, because they 
often have higher costs in the investment pe-
riod and there may be substantial compara-
tive advantages for different educational 
pathways (for example, more cognitive or 
more mechanistic skills) for different people. 
Regarding heterogeneous individuals, there 
are individuals at the margin, whose lifetime 
utility is rather similar in different pathways, 
and there are individuals who receive higher 
utilities either with lower or higher educa-
tional qualifications. 
What one would really like to know for policy 
analysis, is the value of the lifetime utility of 
a person for different educational pathways 
under different educational standards and 
regulations. However, these values are not 
observable and estimates available are far 
from being conclusive in all respects. 
The critical review of  more specific economet-
ric work in this study indicates that training 
is indeed beneficial for both firms and indi-
viduals. The benefits are not negligible, in fact 
they are sometimes rather large. The fact that 
training has positive effects is however no 
guideline per se for government activity. There 
is evidence that self-selection on the one hand 
and general equilibrium effects on the other 
are at work. As a rule, training does have posi-
tive effects and net benefits for trainees. How-
ever, there is some evidence that net effects 
for non-trainees might not be positive. In 
these cases, training might be a bad invest-
ment for the respective people, firms and 
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- from the viewpoint of economic efficiency -
for society. 
In addition, non-negligible parts of observed 
differences in outcome variables such as earn-
ings, wages, hours of  work or career satisfac-
tion cannot be attributed to education and 
training. Innate abilities, heterogeneity of 
abilities and preferences, family background, 
political events (for example the fall of the 
Berlin wall on 9 November 1989 had signifi-
cant impact on the East Germans), luck and 
the path of  economic and technological devel-
opment are all factors which are important. 
Selectivity, selection and general equilibrium 
effects also seem to play an important role in 
all training systems. 
By and large, empirical results suggest that 
the more structured the whole training sys-
tem is, and the more investment in general 
human capital is acquired while a person is 
young, the lower the returns to continuous 
training are after this high initial investment. 
If education is centralised and compulsory 
school attendance is expanded, then all peo-
ple should achieve higher levels of education 
and formal skill levels. Selection into differ-
ent career pathways transmitted through la-
bour markets only begins after compulsory 
school attendance. If the level of more gen-
eral types of skills learned in schools is high, 
training at the workplace plays a different role 
and is no longer responsible for building up 
these more general types of skills. Such 
mechanisms seem to be responsible for lower 
returns to continuous training in countries 
such as Germany and France compared to the 
United Kingdom. Conversely, the less struc-
tured the training system is, the higher the 
measured returns of  continuous training seem 
to be. 
European training systems differ. The differ-
ent types of investment in VET, the spacing 
of these investments over an individual's life 
and the role of the State will depend on dif-
ferences in prices for education, expected 
wage profiles, the skill structure of the 
workforce, tradition and technological factors. 
Success in schools and other training institu-
tions is not the only factor explaining work-
related success and careers. Labour market 
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regulations and institutions might lead to in-
sider power and create entry barriers and 
waiting queues for young workers, despite 
higher education and more investment in 
training.  Such mechanisms seem to be 
present in most European countries, although 
to different degrees. 
Some of the findings are a major challenge to 
the role of government in training. Obviously 
formal education and training are not omnipo-
tent weapons against all storms of  life for all 
people, but they may be very strong weapons 
when used at the right time, to the right ex-
tent and with the right content. At other times 
in an individual's working life, other weap-
ons such as non-formal learning, regional, 
firm or occupational mobility might be more 
helpful. 
Centralisation in the sense of generally ac-
knowledged educational certificates (for ex-
ample, trades in the German dual vocational 
training system) might be helpful for  some 
occupations and especially when larger in-
vestments in educational qualifications are 
considered. However, there seem to be limits 
to such strategies. 
First, the German apprenticeship system 
sometimes seems to react very slowly to rapid 
economic or technical changes (Blechinger 
and Pfeiffer 2000) with the consequence that 
training curricula are old fashioned and skill 
obsolescence becomes a problem for firms and 
workers, which they try to overcome by addi-
tional and costly continuous training. Second, 
the set up and running costs of such a system 
can be rather high. More decentralised, 
deregulated and flexible systems such as 
those in the United Kingdom or the United 
States, which depend to a higher degree on 
market signals, might therefore have an ad-
vantage in times of rapid and unpredictable 
technical change. However, there may be 
other benefits of a  more centralised system 
with compulsory school attendance.  Youth un-
employment is low in Germany and partici-
pation rates in VET is high. Imperfect capi-
tal markets, which can create entry barriers 
for poor young individuals in market econo-
mies, do not play a major role. No single opti-
mal VET system exists. Policy-makers have Training and individual performance: evidence from microeconometric studies 
to put weight behind different policy objec-
tives when policy changes are considered. 
Key qualifications and more general human 
capital cannot be acquired in a short period 
of  time. If  technologies change, key qualifica-
tions will also change, at least to some extent. 
They have to be acquired through a long and 
continuing process (Weinert 1997) which pre-
sumably will have a sustainable impact when 
people are young or very young. The older in-
dividuals become, the more important non-
formal and self-organised types of learning 
become.  Mobility between occupations, re-
gions and firms might also be valuable strat-
egies for improving the career position of 
workers. 
For improving VET policies an adequate, sys-
tematic and regular research design ex ante 
would be helpful, allowing greater under-
standing of the relationship between specific 
VET activities carried out and its actual, sec-
ondary and desired results. Due to tight pub-
lic budgets, evidence of  impacts and efficiency 
of  new and existing programmes will grow in 
the future. A research design that takes di-
versity of situations, heterogeneity of indi-
viduals, differences in training systems, gov-
ernments, markets, etc. into account is, 
however, expensive and takes time. If, for ex-
ample, a  unified European survey on VET 
were to be conducted in the year 2000, the 
results of the analysis would be available be-
tween 2001 and 2004 or even later. If one 
wished to compare the results over a longer 
horizon, for example, over a period of  30 years 
(see the NCDS data), results would not be 
available until 2030. 
Besides research based on microdata which 
allows one to investigate the determinants 
and partial impacts ofVET at  individual level, 
general equilibrium effects should also be in-
vestigated using time series or panel data. 
Research on VET based on microdata might 
be improved if  it would be more regularly and 
systematically based on Europe-wide data 
sets, such as the ELFS, European Household 
Panel or the IALS. Despite remaining meth-
odological problems, international surveys 
should have the advantage that the most in-
teresting human capital and training vari-
ables are defined in comparable ways. Em-
pirical results for different regions might be 
more comparable and differences in results 
might help to identify different impacts of  na-
tional VET policies. 
National VET programmes and policies domi-
nate in Europe. It is therefore necessary to 
evaluate specific VET programmes on are-
gional or national basis. There is no need for 
standardised and Europe-wide evaluations if 
national VET programmes dominate. Most 
firms sometimes hold formal or more informal 
training programmes. There are, therefore, 
markets for training and these programmes 
seem to provide returns on investment which 
are as high as other investments in machines 
or research. However, the author is not aware 
of systematic research on returns to training 
investment by private firms. This would be an 
additional source of  extremely valuable knowl-
edge and information for assessing public VET 
policies. 
From the authors point of view, future re-
search could be directed towards the follow-
ing questions to improve understanding of  the 
impacts of  VET policies both on the individual 
and aggregate levels and optimise policy re-
actions to technology and other shocks. The 
questions are interrelated. 
First: Research on specific public VET pro-
grammes should be intensified to learn about 
partial impacts at individual level and effi-
ciency of programmes. This type of research 
would usually be based on microdata if the 
programmes are not too large. A partial evalu-
ation design ignoring general equilibrium ef-
fects should suffice. 
Second: Research on public VET systems 
should also be intensified. This type of re-
search should evaluate the whole system and 
should take into account general equilibrium 
effects, financial efficiency and labour mar-
kets institutions as well. Research on this 
topic will usually be based on aggregate time 
series data, individual panel data and official 
data on programme costs. 
Third: Research on returns to VET for non-
participants should be intensified. Should 
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governments help non-participants and espe-
cially individuals with low skills to partici-
pate in VET or CT, or are other measures, for 
example wage subsidies, better for improv-
ing the labour market position of the low 
skilled? 
Fourth: It is not fully understood, whether 
there are cumulative negative or positive re-
lationships of public VET policies of  different 
types transmitted through labour markets. 
Therefore research on the question of  whether 
the public promotion of higher education in 
the past 30 years has had negative impacts 
on wages and labour market prospects of in-
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dividuals with vocational education should be 
intensified to avoid the possibility of  negative 
relationships in the future and improve coor-
dination between educational and labour 
market policies. 
Fifth: What is the efficiency of educational 
policies and the relative efficiency of higher 
and secondary education for the next 50 years 
for the cohort of young people entering the 
national training systems in the next five or 
10 years? What is the optimal portfolio of 
different types of education, more general or 
more specific in nature for individuals, firms, 
regions or Europe? Training and individual performance: evidence from microeconometric studies 
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41 The effect of  national institutional differences on 
education/training to work transitions in Europe: 
a comparative research project (CATEWE) 
under the TSER programme 
Damian F. Hannan et al.1 
Abstract 
The paper presents a comparative empirical study on school to work transitions in a range of 
European countries. The project (CATEWE,  1996-2000) is funded by the TSER programme. 
Discussed are the main conceptual and methodological approaches, empirical data bases, 
progress to date with the study and some initial results from a related earlier research project 
carried out under the Leonardo da Vinci programme. 
The main objectives of  the CATEWE project are to: 
a)  develop a comparative conceptual framework to study school to work transitions in EU 
countries with different institutional systems, and 
b)  apply that model to both comparative stock analyses of  labour force surveys (LFS) in most 
EU  countries, and comparative flow analyses of  school to work transition surveys (SLS) in 
five EU countries-France, Ireland, the Netherlands, Scotland and Sweden. 
To do this effectively we need to develop 
c)  a set of  comparatively defined variables which adequately capture the complexities of  school 
to work transitions in France, Ireland, the Netherlands, Scotland and Sweden-as meas-
ured both by 'flow statistics' in their national school to  work transition surveys and as 
'stock' statistics in their national labour force surveys. 
1  The ESRI coordinates the project. The following are the main researchers and research centres in 
each country: participants D.F. Hannan and E. Smyth, ESRI, Dublin; D.Raffe, CES, Edinburgh; H. 
Rutjes, DESAN,Amsterdam; R. van der  Velden, ROA, Maastricht; M.Mansuy and P. Werquin, CEREQ, 
Marseilles; W. Mueller, MZES, Mannheim. 
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1. Introduction 
The main reason why comparative research 
on education/training to work transitions in 
European countries is important is its unique 
ability to assess the extent to which educa-
tion, training and labour market integration 
processes are similar or different across EU 
national boundaries. If  the same market and 
institutional processes operate in the same 
way and with the same outcomes and rela-
tionships across all countries there would be 
no need for comparative research. If, however, 
there are important national systemic differ-
ences in the complex relationships between 
individuals' social characteristics, education/ 
training achievements and labour market out-
comes then it is important for both research 
and policy purposes that these national dif-
ferences be elucidated. The main purpose of 
the CATEWE research project is to do this. 
The project builds on previous efforts in this 
field to develop a more sophisticated and com-
prehensive conceptual framework for this 
purpose. It constructs and uses a more com-
prehensive and standardised set of  databases, 
and sets out to analyse these in more detail 
than previous efforts. 
Four themes of that analysis appear most 
relevant to the aims of Cedefop's second re-
port on vocational training research in Eu-
rope: the issue of  educational and employment 
exclusion (point 7); detailed longitudinal sur-
veys of  education/training to work transitions 
(point 8); and the extent of'matching' between 
education/training contents and levels and 
employment/occupational outcomes (point 9), 
with particular reference to low-skilled or 
poorly qualified schoolleavers (point 11). 
The project is a comparative sociological and 
economic, empirical study on school to work 
transitions in a range of  European countries. 
It is funded by former DG  12
2 under the TSER 
programme (the CATEWE project, 1996-
2000). This paper describes the main concep-
2  Directorate General12, since 2000: Directorate 
General 'Research' 
tual and methodological approaches to the 
study, the empirical databases used, progress 
to date with the study and some initial re-
sults from a related earlier research project 
carried out under the Leonardo (DG223)  pro-
gramme. Since the research only started in 
December 1997 (to December 2000) and we 
have just started the analyses of the inte-
grated, comparative databases we  have no 
findings to report from these analyses. How-
ever we do provide some preliminary results 
from an earlier related comparative research 
project on early school leaving carried out 
under the Leonardo, DG22 programme (1997-
98). 
The main objectives of the CATEWE project 
are to: 
1) develop a comparative conceptual frame-
work to study school to work transitions 
in EU countries with different institutional 
systems, and 
2)  apply that model to both comparative stock 
analyses of labour force surveys (LFS) in 
most EU countries, and comparative flow 
analyses of school to work transition sur-
veys (SLS) in five EU countries - France, 
Ireland, the Nether  lands, Scotland and 
Sweden. 
3) To do this effectively we need to develop a 
set of comparatively defined variables 
which adequately capture the complexities 
of school to work transitions in France, Ire-
land, the Nether  lands, Scotland and Swe-
den - as measured both by 'flow statistics' 
in their national school to work transition 
surveys and as 'stock' statistics in their 
national labour force surveys. 
The cross-national databases on national 
school leavers surveys contain almost 100 
comparatively defined variables - though 
with many missing variable cells for some 
countries. These cover social background, ini-
tial and continuing educational/training vari-
ables, initial labour market experience vari-
3  Directorate General22, since 2000: Directorate 
General 'Education and Culture' 
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abies. In addition to analyses of  current school 
leavers' and labour force  surveys a  limited 
time series analyses of these school leavers' 
surveys will be carried out for Ireland and 
Scotland (1980-96) and for the Netherlands 
since 1988. In addition limited analyses will 
also be carried out on a comparative database 
of six-year follow-up  surveys (1992-98) car-
ried out in France and Ireland, and for  a 
shorter period of observation in Sweden. 
This paper is divided into five sections: 
a) the conceptual framework, 
b) study design and construction of  compara-
tive databases, 
c)  progress to date, 
d) discussion of some relevant results from 
an earlier related study, and 
e)  conclusions. 
2. A conceptual framework for 
comparative research on edu-
cation/training to work transi-
tions in Europe 
Considering the varying institutional struc-
ture of  European education/training systems 
and the varying national structure of educa-
tion/training (ET) and labour market (LM) 
links, comparative European research on edu-
cation to work transition is underdeveloped. 
We  have only an incomplete and imprecise 
knowledge of the nature of the varying rela-
tionships across the different European coun-
tries, and we do not sufficiently understand 
the similarities and differences in these re-
spects between EU countries, nor the mecha-
nisms that can explain them. In the follow-
ing section we will briefly discuss the major 
lines of research that have been pursued, 
highlighting the main gaps in existing knowl-
edge. 
The most influential conceptual approach has 
been that of Maurice, Sellier and Silvestre 
(1982). They conducted a detailed analysis of 
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work organisation, job recruitment and occu-
pational career patterns in a small number 
of selected French and German enterprises. 
Proposing a theory of societal effects they ar-
gued that the different kinds of  qualifications 
which are produced in the German and 
French educational systems, and their use by 
German and French employers, result in com-
plex system-specific relationships between 
qualifications and jobs. They describe Ger-
many as a system patterned along a qualifi-
cational space, while France is considered to 
be patterned along an organisational space. 
In Germany, a  rather differentiated set of 
widely recognised ET qualification outcomes 
are produced in a bipolar educational/train-
ing system (the dual system), and these 
courses and qualifications are used by employ-
ers both to organise jobs/occupations and to 
allocate suitably qualified people to them. In 
France, formal education is much less voca-
tionally oriented and less closely related to 
the kind of  work to be subsequently taken up. 
Skills and qualifications required for specific 
work tasks are mostly obtained (both formally 
and informally) through on-the-job training 
and are thus specifically tied to the needs of 
individual firms.  Such organisation-specific 
qualifications have a  less convertible value 
when workers move between firms. The as-
sociation between ET qualifications achieved 
and LM positions subsequently achieved is, 
therefore, institutionally weaker in France 
than in Germany. 
More recent studies based on this national 
institutional approach have generalised it by 
using the more general theory of segmented 
labour markets, rather than conceiving cross-
national differences as idiosyncratic 'societal 
effects'. Countries have been typified accord-
ing to the predominance of  either occupational 
labour markets (OLMs), as in Germany, or the 
predominance of (firm) internal labour mar-
kets (ILMs), as in France or Britain. Equally 
there are substantial national differences in 
the relative importance of organised interest 
groups, and nationally agreed corporate in-
terest mediation arrangements between em-
ployers, trade unions and governments, in 
agreeing the curricula, examination processes 
and qualification arrangements for ET provi-
sion systems - and the content of vocational ____  The effect of national institutional differences on ET to work transitions in Europe 
education in particular. Systems where such 
agreed upon education/training system ar-
rangements are institutionally linked to 
'matched', occupationalised labour market ar-
rangements, are obviously quite different 
from others where the ET system is quite au-
tonomously organised and occupational la-
bour markets are weak (see Marsden 1990; 
Marsden and Ryan 1990; Ryan, Edwards and 
Garonna 1991; Eyraud, Marsden and Sil-
vestre 1990). Soskice (1990; 1993) extended 
these analyses by showing how institutional 
variables beyond the labour market itself  help 
to explain the emergence of, and reliance on, 
occupational qualifications that are of  general 
value beyond the individual firm.  His com-
parative work emphasises the impact of the 
structure of coordination existing in an 
economy between the State, employers and 
unions. He distinguishes between liberal 
market economies (mainly the English speak-
ing countries) with rather decoupled educa-
tional systems and inefficient systems of vo-
cational training, industry coordinated 
systems (Germany and the Scandinavian 
countries), and group oriented market econo-
mies (mostly Japan). 
Most of  this work has been carried out within 
the broader field of industrial sociology and 
labour economics and is methodologically 
marked by traditions most characteristic of 
these fields. Most of the studies are based on 
comparisons of a  rather limited number of, 
usually 'core', countries and are often re-
stricted to small samples of firms in selected 
industries or locations. While this allows an 
in  -depth analysis of  the processes across two 
or three counties, or that operate within indi-
vidual firms or workplaces across countries, 
the results of this approach can rarely be 
widely generalised. 
An alternative conceptual and methodological 
approach has generally been pursued in stud-
ies more closely tied to the sociology of social 
stratification or education. These studies are 
usually based on national samples of  individu-
als, representative of the adult population or 
of selected birth cohorts. The information col-
lected generally includes social background 
data on individuals, the type and level of  edu-
cation and training received, and characteris-
tics of  jobs and occupational careers. The most 
notable examples of such life history studies 
have been done in the 1970s in the US, Nor-
way,  and Poland, from 1980 onwards in Ger-
many, and most recently also in the Nether-
lands and Sweden. Two comparative analyses 
from this tradition of research are of particu-
lar interest for the topic of this proposal: the 
studies of Allmendinger (1989) and studies 
done in the context of the CASMIN project. 
(See also Blossfeld and Shavit (eds.) 1993; 
Shavit and Muller (eds.) 1998.) 
Allmendinger (1989) studies the effects of  two 
specific aspects of educational systems -
stratification and standardisation - on tran-
sition into employment and on patterns of 
associated work careers. Stratification refers 
to the extent of segmentation of the educa-
tional system into various tracks and their 
hierarchical organisation. Standardisation 
refers to the degree of comparability of spe-
cific educational qualifications within a given 
country in terms of  the structure and content 
of curricula, examination standards as well 
as certification procedures. In countries like 
the USA both educational differentiation/ 
stratification and national standardisation 
are low, while Germany is almost at the op-
posite extreme. Both dimensions contribute 
to the extent to which ET qualifications are 
used by employers as screening devices in 
selecting workers and allocating  jobs to them. 
In her comparative study, based on life his-
tory data from Germany, Norway and the US, 
Allmendinger finds that stratification contrib-
utes to a closer link between the hierarchical 
levels of  educational systems and various lev-
els of  work/occupational hierarchies, whereas 
standardisation contributes to early work ca-
reer stability and less job search activity. 
The main relevant contributions of the 
CASMIN project are its successful attempt to 
develop a unified conceptual framework and 
a  classification schema for educational and 
vocational qualifications comparable for nine 
European countries with different educational 
systems, and its analyse of the relationships 
between such educational qualifications and 
occupational and class positions in the labour 
market (Muller et al. 1990; Muller and Karle 
1993; Ishida, Muller and Ridge 1995). The 
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schema of  educational qualifications is based 
on the twofold distinction between hierarchi-
cal levels of education on the one hand and 
the general (academic) or vocational nature 
of the qualification obtained on the other. 
While the empirical results indicate signifi-
cant national similarities amongst the nations 
studied in the relationships between educa-
tional qualifications and labour market posi-
tions, they also show substantial national 
variations apparently due to specific national 
peculiarities of  educational systems with their 
different historical roots as well as specific 
State policy interventions (particularly in the 
two east European countries analysed). The 
analyses also show the varying roles that edu-
cation plays in intergenerational social mo-
bility in the various countries. 
An even more recent study in that research 
tradition (Muller and Shavit 1998) shows how 
varying national ET systems shape occupa-
tional attainment. In a comparative study of 
13  European and other countries they find 
considerable between-country variation in the 
patterns of  associations between educational 
qualifications and labour market outcomes. 
On the one hand, the strength of the associa-
tion between educational qualification and 
occupational destinations appears to be 
clearly stronger in countries with higher de-
grees of stratification and vocational spec-
ificity in the ET system. On the other hand, 
the association appears to be weaker in coun-
tries with more general educational systems 
and larger proportions of the youth cohort 
achieving tertiary qualifications. While the 
study marks a  significant advance the au-
thors, however, point to several of its limita-
tions.lts design is based on 'side by side' com-
parisons rather than on integrated and fully 
comparable data sets. It is somewhat limited 
in its analyses of the school to work transi-
tion process, being cross-sectional in nature, 
and labour market outcomes are measured 
mainly in terms of  first stable  jobs. The study 
is also limited in its coverage of important 
variables in the school to work transition proc-
ess leading to stable employment. 
While research discussed so far mainly at-
tempts to elaborate and explain similarities 
and differences between countries in objective 
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patterns of ET-LM relationships, a few com-
parative studies have also addressed the vary-
ing subjective experiences and motivations of 
individuals in their transitions from  school 
to work in various institutional and societal 
context. Although the empirical base using 
this biographical approach is still very lim-
ited a number of studies compare school to 
work transitions in England and Germany 
(Bynner and Roberts 1991; Evans and Heinz 
1994; Roberts, Clark and Wallace 1994) and 
another study compares Canada and the 
United Kingdom (Ashton 1988;Ashton, Green 
and Lowe 1993). The evidence shows how sig-
nificantly individual perceptions and people's 
life histories are affected by the different in-
stitutional arrangements and societal condi-
tions which structure this crucial transition 
in different societies. 
The main conclusions, therefore, one can draw 
from available studies is that the nature of 
both ET and LM systems, as well as the na-
ture of the link between them, varies across 
European countries. In addition, it is clear 
that these national institutional differences 
have significant effects on socioeconomic in-
equalities in educational achievements, on 
labour market outcomes and on individual life 
course trajectories. The following appear to 
be the most important dimensions of  national 
variation in these respects. 
2.1 The degree of institutional 
standardisation of ET systems 
National ET systems vary in the extent to 
which centralised and standardised national 
curricula and examination systems exist, or 
are 'quality controlled'; and are then used for 
selection/progression purposes for further 
education or for labour market entry. In some 
countries (e.g.,  Ireland), both curricula and 
examination are nationally standardised, and 
a  pronounced emphasis is placed on educa-
tional level and on grades achieved in selec-
tion for third level education and in access to 
paid employment (Breen, Hannan and 
O'Leary 1995). In other countries (such as the 
United States), curricula and exams are not 
nationally standardised at second level, 
grades are awarded on a  school or district 
basis and are therefore much less relevant in ____  The effect of national institutional differences on ET to work transitions in Europe 
selection for further education or subsequent 
labour market chances (see Rosenbaum and 
Kariya 1991). It should be noted that the dif-
ferent levels of  the ET system within a coun-
try may differ from each other in these re-
spects. For example, second level education 
may be relatively unstandardised while third 
level education may be highly standardised. 
2.2 The extent and nature of 
differentiation within ET systems 
Differentiation within ET systems concern 
a) the extent of  division between general and 
vocational education, and the age and de-
gree of  selection into such different tracks/ 
streams; 
b) the extent of  formal differentiation or grad-
ing of educational achievement outcomes 
- at each stage/level of education; the de-
gree of  hierarchical ranking of  educational 
achievement and the nature and degree of 
selection for progression to higher stages. 
The degree of differentiation between aca-
demic and vocational 'tracks', courses or 
routes varies widely across countries (see 
Allmendinger 1989). The German and Dutch 
systems of education/training, for example, 
are highly differentiated institutionally with 
parents/pupils choosing from the age of 11 
onwards what type of school and educational 
path is to be followed.  In contrast, the Irish 
and Scottish systems are much more general 
and comprehensive, with relatively weak cur-
ricular tracking at second level (particularly 
lower second level), although pupils may spe-
cialise to some degree in particular types of 
subjects (see Hannan et al. 1993). One of the 
objectives of the proposed research will be to 
examine the extent to which such curricular 
specialisations in the latter countries- such 
as in vocational/technical subjects-have any 
equivalent LM effects which correspond to the 
strongly differentiated Dutch and German 
systems. These national institutional varia-
tions have obvious implications for access to 
appropriate vocational training and for the 
degree of matching ('content congruence') be-
tween type oftraining and type of  occupation 
subsequently achieved. 
The relative degree of  hierarchical stratifica-
tion of levels of educational achievement, or 
the relative significance of  levels of  education 
achieved versus other aspects of educational 
achievement, appears to be more significant 
in non-differentiated systems such as in the 
Irish case; though in all systems 'level of  edu-
cation' achieved is expected to be one of the 
most important variables in labour market 
integration. Related to such hierarchical or-
dering of  achievements is the extent to which 
grades achieved in examinations are elabo-
rated (and are used in selection) -varying 
from minimal 'pass'  /'fail' distinctions to A to 
D, E, F distinctions in each subject in all ex-
aminations in Ireland and Scotland (see 
Breen et al. 1995). 
These different aspects of  differentiation vary 
across ED countries-with maximal influence 
of vocational/general differentiation in the 
dual system countries and the Netherlands, 
while in the Irish and to a lesser extent the 
British and French cases the importance of 
both level of education and grades achieved 
in examinations are likely to be far more im-
portant in educational progression decisions 
and in selection for employment. These 
macro-level characteristics ofET systems are 
likely not only to affect the educational pro-
gression decisions of students and their par-
ents but the nature of the whole ET-employ-
ment relationship. 
The research will therefore pay particular 
attention to micro-level variables which re-
flect three aspects of educational differentia-
tion: the highest stage/level of education 
achieved, educational/vocational track or de-
gree of specialisation involved, and curricu-
lar level taken and grades achieved in exami-
nations. 
2.3 The links between ET and LM 
systems 
Employers' use of level and type ofET quali-
fications in employment decisions vary across 
countries and, within countries, between sec-
tors and occupations. Employers' evaluations 
of ET outputs impact on labour market en-
trants in two ways: first, in opportunities to 
obtain employment and, second, in the nature 
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and level of the job obtained: whether regu-
lar or temporary, full-time or part-time, occu-
pational status and level of pay. The nature 
of  the link between ET and LM entry can vary 
substantially: from situations of  complete iso-
lation, or 'decoupling' of the ET system from 
the LM system (in 'liberal and open' market 
economies) to one where both systems are 
highly interconnected. Drawing on a typology 
developed by Hannan, Raffe and Smyth, 
(1996) and presented in Figure 1, we can con-
ceptualise these links as follows: 
a) strong and direct, shared interlink: Where 
employers and schools/trainers are jointly 
involved in the provision and delivery of 
training for young people, and where both 
employers and ET providers jointly agree 
on education/training requirements for 
specified occupations. This pattern is par-
ticularly evident in the German-speaking 
countries and Denmark where there is 
strong 'content' and 'level congruence' be-
tween educational outputs and labour 
market intake (see Konietzka and Solga 
1995); 
b) collinear linkage: Here a substantial occu-
pational labour market exists, training for 
specific occupational positions takes place 
in second-level schools, but there is little 
or no joint delivery of training for young 
people moving from school to the labour 
force. In the Netherlands, for example, over 
1 000 detailed occupational categories, and 
over 120 occupational groups can be dis-
tinguished on the basis of  the level and type 
of  education required for entry. As a result, 
there is a  highly developed occupational 
labour market served by a large and di-
versified set of education/training pro-
grammes provided on a  full-time basis, 
with a moderate to high degree of congru-
ence between course content and occupa-
tional position. Elements of  such a collinear 
link exist in other systems. In most coun-
tries, for instance, there is a range of pro-
fessional and higher technical positions 
where specified educational programmes 
at third level are required for entry; 
c)  no direct link but strong market signals 
from schools: Although employers are not 
50 
directly involved in schooling or training, 
school achievement outcomes (examina-
tions and qualifications) are publicly cer-
tified and used by employers in making 
recruitment decisions. Education systems 
are highly standardised but tend to be less 
differentiated in terms of school type or 
curricular tracking. There is a high degree 
of 'level congruence' between educational 
outputs and labour market outcomes, but 
little regulated 'content congruence'. In 
addition to 'levels', examination grades 
may be widely used in access to employ-
ment (see Breen, Hannan and O'Leary 
1995). Such reliable measurements of'gen-
eral human capital' are, not unexpectedly, 
widely used in employment decisions. With 
the exception of the American and Cana-
dian second-level systems, most of the Eng-
lish-speaking countries fall into this cat-
egory,  as does France and many of the 
Scandinavian countries;. 
d) school placement function:  a  somewhat 
stronger version of (c) exists in countries 
like Japan, where besides open market 
'reading' and matching of  educational out-
puts to job offers, employers may be di-
rectly linked to schools by the school guid-
ance service effectively acting as job 
placement officers in the employment sys-
tem. This arrangement may be supported 
by,  and officially acting in place of,  the 
State employment service, as in Japan 
(Nakajima 1990; Rosenbaum and Kariya 
1991); 
e)  no direct link and weak market signals: the 
USA is the exemplar here. There is nona-
tional standardisation of the educational 
system at first or second level, and second-
level education tends to be comprehensive 
and relatively undifferentiated. There also 
tends to be limited post-school training of 
those high school graduates or dropouts 
who do not go on to third level, compared 
to Germany for instance (Schupp et al. 
1994). On the other hand, a much higher 
proportion of the cohort complete upper 
second level education and go on to third-
level (or other further) education in the 
USA and Canada; and the third-level sys-
tems there appear to be much more open ____  The effect of national institutional differences on ET to work transitions in Europe 
Figure 1: A typology of education/training systems and labour market links: cross-classifying by 
level of standardisation, differentiation and link 
Dearee of standardisation of  'ET system 
School-work  High  Low 
link  Degree of differentiation of ET system 
High 
Strong and direct  Germany 
link (dual system)  Austria 
Switzerland 
Denmark 
Collinear link (diff. 
ET system linked  Netherlands 
to OLM) 
Decoupled and 
more general or  United Kingdom 
comprehensive ET  France 
system but with  Sweden 
strong market sig-
nals 
Decoupled school 
but with strong 
market signals and 
strong placement 
function 
Decoupled with 
weak market sig-
nals 
Source:  Hannan, Raffe and Smyth 1996. 
and flexible in terms of  part-time and 'sec-
ond chance' participation than is true for 
Germany, the UK (see Ashton et. al. 1993) 
or for Japan (Nakajima 1990). In these 
cases, there appears to be both weak 'con-
tent congruence' and weak 'level congru-
ence', though high school graduates tend 
to be at some advantage in relation to 
school drop-outs, and third-level graduates 
have clear advantages over high school 
graduates (Rosenbaum and Kariya 1991). 
Using the above three dimensions of  national 
educational systems-standardisation, differ-
entiation and ET/LM links - and crudely 
dichotomising each one we can derive the fol-
lowing typology of national ET systems. 
As indicated there appear to be few  differ-
ences between European countries in the de-
Low  High  Low 
Ireland 
Japan 
Canada USA 
gree of standardisation of their ET systems 
at second level-at least relative to the United 
States. Although substantial differences do 
exist in how this is achieved and the extent 
to which it is centralised, for this initial pur-
pose we can regard them as standardised. The 
dual system countries are highly standard-
ised and differentiated, with strong and 
highly institutionalised relationships between 
ET systems and employers, etc. -particularly 
through the apprenticeship system. At the 
other extreme is the American system-rela-
tively unstandardised, undifferentiated and 
with little if any institutionalised link be-
tween the ET and the employment systems. 
Most north and western European countries 
fit within the standardised and moderately 
to lowly differentiated box- though within 
this there are substantial differences in the 
extent of differentiation - particularly at up-
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per second level, and also in the relative im-
portance of apprenticeship/'alternance' ar-
rangements in vocational training and labour 
market integration. The importance of these 
institutionalised differences between national 
systems in Europe will be explored below in 
the section on hypotheses. 
Aside from such national ET system differ-
ences ET and LM relationships are also af-
fected by labour market - particularly youth 
-characteristics. 
2.4 Labour market contexts and 
employment decisions 
The extent of differences between the adult 
and youth labour markets varies across coun-
tries. In some countries, the distinctions is 
more marked with young people dispropor-
tionately concentrated in particular occupa-
tions, industries or types of firms. Points of 
entry into particular occupations or internal 
labour markets can be aged-based with cer-
tain segments disproportionately filled by 
younger workers (Ashton 1988; Ashton, 
Maguire and Spilsbury 1990). In other sys-
tems such 'youth jobs' segmentation is very 
limited. Segmentation can occur along a 
number of dimensions: 
The main axes of segmentation are in terms 
of occupation, industry, firm size. These di-
mensions vary both within and between coun-
tries. Earlier conceptualisations of labour 
market segmentation posited a dualistic di-
vision between a primary sector (with higher 
paying and more secure positions) and a sec-
ondary sector (with relatively low paid unsta-
blejobs) (see for example, Doeringer and Piore 
1971; Averitt 1968). More recent approaches 
have moved away from this ideal type to em-
phasise the complexity of  labour market seg-
mentation (see, for example, Rubery and 
Wilkinson 1994). The approach adopted in our 
study draws upon these more sophisticated 
accounts, focusing on the diversity of labour 
market structures rather than positing a du-
alistic division. 
The relative balance between occupational 
(OLMs) and internal labour markets (ILMs) 
is an important dimension of labour market 
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structure which also varies across societies 
(see, for example, Marsden and Ryan 1990). 
Occupational labour markets (OLMs) refer to 
labour market sectors where jobs are clearly 
defined in terms of  content and have high lev-
els of  consistency across firms and industries. 
Workers in OLMs usually have educational 
qualifications or skills that are transferable 
from one employer to another (see Edwards 
1979). In contrast, in internal labour markets 
(ILMs) only lower grade jobs are usually filled 
from outside the firm with mobility into most 
higher grade positions taking place after a 
period of training. Training tends to be firm-
specific, taking place on-the-job, and conse-
quently skills are not generally transferable 
to other firms (see Doeringer and Piore 1971). 
Occupational and internal labour markets 
may coexist within the same national system 
but the relative balance between the two 
forms varies between countries. OLMs tend 
to be more prevalent in Germany and the 
Netherlands and less prevalent in France, 
Italy and Ireland; Britain occupies an inter-
mediate position, with considerable variation 
across sectors, but with a general decline in 
OLMs (Maurice, Sellier and Silvestre 1982; 
Marsden and Ryan 1990). However, even in 
countries where ILMs are prevalent, occupa-
tionallabour markets tend to operate for more 
desirable LM positions, in particular profes-
sional employment. 
The relative significance of occupational and 
internal labour markets is not only likely to 
be closely related to education/training sys-
tems but it is also likely to impact on the proc-
esses through which school leavers become 
integrated into stable employment. In a gen-
eral and comprehensively oriented ET system 
and in an ILM-dominated labour market 
structure, new entrants to the labour market 
mainly learn relevant skills on-the-job. They 
are therefore more likely to enter the labour 
market at lower levels of occupational 
achievement, and are at a competitive disad-
vantage compared to insiders for higher re-
sponsibility posts, etc. In OLM systems a high 
proportion of entrants are more likely to find 
work which fits their occupationally specific 
qualifications. One would, therefore, expect 
that in the former case it is more difficult for 
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qualified- to find stable employment: more 
job search time, more job shifting, less secure 
jobs; with unemployment more concentrated 
among new entrants (Esping-Andersen 1993). 
In these systems, the formation of a  disad-
vantaged youth labour market segment be-
comes more likely, in particular under condi-
tions in which demand for labour is low. 
The youth labour supply is, therefore, differ-
entiated by varying levels and types of edu-
cational and training experiences and quali-
fications, and the different social backgrounds 
of entrants. It is the way in which employers 
take account of these initial differences be-
tween potential young workers in making 
employment decisions that transforms these 
differences into enduring labour market op-
portunities. Thus, a crucial element in ana-
lysing the nature of labour market differen-
tiation is to determine the factors used by 
employers in recruitment (and subsequent 
promotion) decisions to different labour mar-
ket positions. In our analyses we pay particu-
lar attention to two general aspects of new 
job applicants' characteristics: their educa-
tional/training characteristics, as already dis-
cussed; and their ascribed, social background 
characteristics - particularly gender and so-
cial class. 
3. Methods: design of study 
An ideal research design would involve both 
stock analyses of labour force  surveys - to 
study the ET and labour market relation-
ships; and flow  analyses of school to work 
transition surveys, as well as longer, panel 
surveys of  early labour market histories. Ex-
isting labour force  surveys contain a  lot of 
information on current labour force status and 
more limited information on educational/ 
training achievements; but very little infor-
mation on educational/training or labour mar-
ket history. Nevertheless they provide the best 
sources of  uniform information on education/ 
training and labour market relationships in 
all EU countries. There are no equivalent data 
sources on the flows from education/training 
into the labour market across EU countries, 
although a  small number of EU countries 
carry out regular surveys of  large samples of 
young people who have left the educational 
system and entered the labour market, sup-
plemented by follow-up surveys of their sub-
sequent labour market and education/train-
ing histories. Ideally one would like such 
surveys to have much the same design and to 
have a large set of comparably defined vari-
ables/measurements for all countries of  inter-
est. However, data sources of this nature do 
not yet exist. 
The labour force  surveys (LFS) provide 
broadly comparable information on education/ 
training and labour market characteristics 
across all EU countries. As such, the LFS is 
extremely useful in assessing the relationship 
between ET and LM systems across Europe. 
However, its usefulness as a data source for 
analysing transition behaviour is limited in 
a number of respects. First, most of the con-
ventionallabour force surveys have only lim-
ited information on education and training 
characteristics, and the categories used may 
also obscure important cross-national varia-
tions in education/training and labour mar-
ket integration systems. Second, many such 
surveys have little or no information on the 
first jobs of  young entrants to the labour mar-
ket or subsequent detailed work histories. 
Third, because the sample covers all age 
groups, this may result in a  very small 
number of labour market entrants in any 
given year. This makes it impossible to ana-
lyse country differences in the nature of the 
initial transition process. Fourth, these sur-
veys rarely have information on the social 
background of respondents, thus obscuring 
variation between different groups of young 
people in the nature of the transition proc-
ess. However, the national coverage of these 
surveys, their large sample sizes and compa-
rable variable definitions mean that detailed 
comparative analyses can be carried out on 
the relationships between educational/train-
ing qualifications and current labour market 
statuses for different age/sex groupings in all 
EU countries. This kind of  comparative analy-
sis allows us to ground our SLS flow analyses 
of  five EU countries within the wider EU sys-
tem. 
Surveys of  school (or third-level) leavers (SLS) 
have much more potential for the analysis of 
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school to work transitions. These surveys al-
low us to examine in detail the relationship 
between social background, education/train-
ing characteristics and early labour market 
experience. This information can be supple-
mented by analyses of youth cohort or follow-
up surveys, which give a more complete pic-
ture of the impact of education/training on 
longer periods of labour market experience. 
Since countries vary significantly in the pace, 
timing and patterns of  the transition process, 
it is important to use longitudinal data to ana-
lyse the complexity of life histories among 
young people. In addition, changes in educa-
tion/training policy and secular shifts in the 
economy will result in differences between 
cohorts of  young people in their employment 
chances, access to further education and 
training, and so on. The school leavers' sur-
veys are available for several points in time, 
allowing us to study the differences between 
cohorts of  young people. However, such regu-
lar national schoolleavers' surveys are only 
carried out in a limited number of countries: 
France, the Netherlands, Ireland, the United 
Kingdom (Scotland), Sweden. 
Although these surveys have not been de-
signed to be comparable, they have substan-
tial similarities. The five surveys comprise a 
year-group survey (Sweden), a labour market 
entrants' survey (France) and three follow-up 
school leavers' surveys - Ireland, Scotland 
and the Netherlands. Four of these surveys 
cover a cross-section of  young people; the fifth 
(French) survey is targeted on leavers from 
specific courses. The surveys vary in the 
number and timing of follow-ups, and in the 
data they collect. For example, the most re-
cent comparable surveys cover: 
a) Scotland: young people who left 'general' 
secondary education in 1993-94 (although 
some may have taken up various mixtures 
of general and vocational courses), sur-
veyed in the spring of 1995. Vocational 
courses (FE colleges), apprenticeships and 
training schemes, as well as higher educa-
tion, all count as destinations; 
b) Ireland: young people who left secondary 
education in 1995-96, surveyed in autumn 
1997. This includes those who left Junior 
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or Leaving Certificate (including vocational 
and applied) and post-leaving certificate 
courses in 1995-96. Other (post-secondary) 
vocational courses count as destinations, 
together with apprenticeships, training 
schemes and third level education; 
c)  France: young people who left general or 
vocational full-time (excluding general 
baccalaureat and agricultural courses) or 
apprenticeships in 1993-94. The survey 
was conducted in spring 1997 but the des-
tinations in the data set refer to autumn 
1996. Unlike the other surveys, the French 
(  CEREQ) survey is based on labour mar-
ket entry groups and does not include those 
who continued in the education system -
for example, at university (see Becker et 
al. 1999); 
d) The Netherlands: young people who left 
secondary education (including MBO) 
courses in 1995-96, surveyed in autumn 
1997. The data set excludes those who 
reentered another form of secondary edu-
cation (e.g. those who entered MBO). Ap-
prenticeships count as destinations, to-
gether with higher education; 
e)  Sweden: young people who completed 
lower-secondary education in 1993, sur-
veyed in spring 1997. Since most upper-
secondary courses lasted two or three 
years, most sample members who entered 
upper-secondary education had left by the 
time of the survey, but a  few were still 
there. 
Therefore, while each survey covers a sample 
of young people in a given period after mak-
ing a transition, the length of  this period and, 
more importantly, the destination definitions 
of  the transition, vary across countries. How-
ever, each survey effectively covers the school-
to-work transition process- either prospec-
tively or retrospectively - and therefore 
provide relatively sound comparable data-
bases. 
An inherent defect of  the proposed study will 
be that its design neglects the direct observa-
tion of the behaviour of one crucial group of 
actors decisively influencing the ET-LM rela-____  The effect of national institutional differences on ET to work transitions in Europe 
tionship on the side of labour demand: the 
strategies and selection preferences of em-
ployers in their personnel recruitment and  job 
allocation decisions, which- as we have out-
lined above - are very likely to vary across 
countries. We  recognise the importance of 
such information on the demand side of the 
labour market, and we will draw on research 
done by others on these issues insofar as this 
is possible. 
The research maximises the potential of the 
labour force  survey to ground our specific 
analysis in the broader European context, and 
uses the school leavers' surveys in the five 
countries to develop a conceptual and meth-
odological framework for analysing youth 
transitions across Europe. One aspired objec-
tive of our research is to help move the exist-
ing national surveys towards greater compa-
rability, as well as to help the development of 
such surveys in other EU countries initiating 
surveys of school leavers - for example, in 
Belgium and Portugal. 
This research develops upon a  substantial 
body of  comparative research already carried 
out by the project partners. The network made 
an exploratory attempt to construct a  com-
mon dataset, using a small number of vari-
ables for the Dutch, Irish and Scottish data 
on schoolleavers at one point in time (1991) 
(Hannan et al. 1993). In addition, a common 
dataset covering a range of  variables has been 
developed for the Irish and Scottish surveys 
over the period 1980 to 1991 (Smyth and 
Surridge 1995; 1996). Two of  the project part-
ners (CES and ESRI) have carried out re-
search for OECD on developing a conceptual 
framework for examining school to work tran-
sitions and have been involved in planning 
meetings for the OECD's current Thematic 
review on transitions from initial education 
to working life (see Hannan, Raffe and Smyth 
1996). In addition four of  the project partners 
(CES, Edinburgh; ESRI, Dublin; DESAN, 
Amsterdam; CEREQ, Marseilles) have com-
pleted a  four nation comparative study on 
early school leaving for DG22 under the 
Leonardo surveys and analysis programme 
(1996-98.). This comparative research is based 
on a four-nation comparative dataset of school 
leavers' surveys in France, Ireland, the Neth-
erlands and Scotland. Some results from this 
comparative study are given at the end of  this 
paper. 
The following figure broadly indicates the type 
of information which will be used from the 
schoolleavers' surveys. 
Data sources: 
Schoolleavers' surveys for France, Ireland, 
Netherlands, Scotland, Sweden. Integration of 
three to five year follow-up surveys where 
available. 
Sample characteristics: 
National samples of secondary level school 
system leavers. 
Education and training characteristics: 
Level achieved; type of school/curriculum; 
general versus vocational education; vocational 
s_peciality;  examination outcomes. 
Individual and background characteristics: 
Age, gender, age of completion of education; 
parental socio-economic status and education 
for some national surveys. 
Labour market entry characteristics: 
Labour force characteristics for first year in the 
labour market. Work careers available in follow-
up surveys for three to six years in the labour 
force for France, Ireland and Sweden. 
Labour market 'success': 
Employment status; type of job (full or part-
time); occu_Qation;  industry, wages. 
Periods covered: 
1980 onwards for Ireland, Scotland; 1988 
onwards for the Netherlands. Current data for 
Sweden and France. 
Other outcomes: 
Household status; marital status; migration 
characteristics, etc. 
Country selection 
The selection of countries included in the 
study is partly based on the fact that these 
are the main countries that carry out school 
leavers' surveys on a regular basis and that 
researchers from these countries have been 
cooperating to explore their potential for com-
parative analyses. (Pottier 1993; Raffe 1993; 
Hannan et al.  1993; Smyth and Surridge 
1995; 1996; Hannan, Raffe and Smyth 1996). 
The countries included do not represent all 
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the important dimensions of variation in ET 
and LM links in Europe but do differ substan-
tially in these respects. 
Ireland_is perhaps at one extreme of the con-
tinuum where the second-level educational 
system is dominated by the vertically organ-
ised 'general education model', with a low level 
of horizontal, curricular/examination differ-
entiation. Most schools are privately owned 
and managed, though highly State regulated. 
The curriculum and examination system is 
highly centralised and standardised (by State 
regulation), with State examination results 
being the main 'market signals'. The devel-
opment of more general rather than specific 
(vocational) human capital is emphasised. 
The second level ET system is neither insti-
tutionally linked to employers nor formally 
differentiated to cater for occupational labour 
markets, although there has been some re-
cent expansion of  vocational training courses 
at upper second level. Although there are 
practically no institutional links between 
schools and labour markets, third level entry 
requirements and employment selection pro-
cedures pay particular attention both to level 
of  examination taken as to grades in such ex-
aminations (Breen et al. 1995), with appar-
ently little attention to vocationally specific 
specialisations, except in a limited range of 
craft and professional occupations. 
In Scotland_secondary schools are State-run 
and comprehensive (except for a very small 
private sector). The curriculum is general and 
follows national guidelines. There are voca-
tional elements in the curriculum, but they 
are integrated into the general curriculum. 
There is no occupational specialisation or 
tracking as in some continental countries. 
Schools may have links with employers-for 
example, in the provision of'work experience' 
which all secondary pupils are expected to 
obtain-but these tend to support the broadly 
general objectives of schools. This relative 
absence of formal curricular differentiation 
means that in Scottish, as in Irish, schools 
the vertical dimension is dominant. Progres-
sion either into further education or into the 
labour market is strongly influenced by the 
level of  attainment in 'academic' examinations 
taken at the ages of 16, 17 and 18. In the past, 
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the main exception was that younger (16-year 
old) schoolleavers sometimes had an advan-
tage compared to older schoolleavers, because 
of their opportunity to enter age-restricted 
apprenticeships or training opportunities. 
These opportunities have declined, and a 
majority of young people now stay at school 
beyond 16. 
In contrast to Ireland, the Scottish system 
offers vocational alternatives to school at the 
upper-secondary level. Further education 
(FE) colleges provide full-time courses, typi-
cally in broad occupational areas or in 'trans-
ferable' skill areas such as catering or busi-
ness and administration. Many younger 
schoolleavers enter work-based training pro-
grammes (apprenticeships or youth training 
programmes known as 'skillseekers') which 
may include part-time studying at FE col-
leges. This training is typically occupation-
Cor  employer-) specific. It is based on stand-
ards which are, in principle, 'employer-led'. 
Within this work-based sector'horizontal' dif-
ferentiation is more important (Raffe 1992). 
As in the rest of  the UK, the labour market in 
Scotland is weakly regulated and structurally 
diverse; it is not easily classified in terms of 
ILMs or OLMs, although some studies (such 
as Marsden and Ryan 1990) characterise the 
UK in terms of decaying OLMs. 
Traditionally, the educational system in 
France was strongly dominated by schools of 
general orientation with little formal voca-
tional training. Since World War II, France 
has developed a vocational training system 
at all levels, which is closely connected to the 
general education system: training of work-
ers and employees at the end of  the first cycle 
(CAP,  BEP), technical baccalaureate, then 
further training as technicians (BTS, DDT). 
Today more than 40% of school leavers have 
a  technical or vocational diploma. Whereas 
general education is of greater value within 
the education system, technical and voca-
tional diplomas have better recognition on the 
labour market. In large French firms, the pre-
dominance of  internal labour markets has led 
to poor qualification/occupational 'matching' 
at entry level and to a late articulation be-
tween qualifications and job classifications. 
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mostly penalised young people and led public 
authorities to promote measures developing 
sequences of school-based and in-company 
training courses alternately (e.g. BAC profes-
sional, apprenticeships extended to technical 
and engineering training, and a range of  work/ 
school based training arrangements). 
With the growing shortage of  jobs, decision-
makers adopted a  certain number of meas-
ures supporting labour-market entry. These 
interventions are focused strongly on the in-
terface between the educational system and 
the labour market which has two important 
consequences. The first one is that the very 
existence and content of these measures, of-
ten based on 'alternance' models, reveals ap-
parent deficiencies in the existing educational 
and training system. The second consequence 
is that some of these programmes designed 
to assist labour-market entry, based on 
alternance training approaches, have had 
feedback effects on initial education/training, 
-encouraging further reorganisation accord-
ing to the new public model. All processes at 
work in France attest to a significant change 
in the conception of the aims of the educa-
tional system, now vested with a double mis-
sion: the traditional one of transmitting 
knowledge, and the more recent one of  fulfill-
ing a broader social function through the de-
velopment of more vocationally relevant and 
effective education/training for labour-market 
entry, especially amongst young people with 
particular difficulties. 
In some respects, the Netherlands is similar 
to Germany. The Dutch educational system 
is highly differentiated and standardised. It 
also has a strong vocational component, whicl) 
at the same time is strongly segmented hori-
zontally in many vocational specialities and 
a  similar degree of stratification of general 
education. In contrast to Germany, however, 
the vocational training system of theN  ether-
lands is school-based, has a low degree of  over-
lap with workplaces and also much lower 
employer involvement. Besides school-based 
vocational training, it also has a  system of 
apprenticeship, although small in comparison 
to Germany. This has, of  course, consequences 
for the structure of the labour market. Re-
cent research shows that ILMs and OLMs 
have almost equal shares in the Dutch 
economy (Dekker, de Grip and Heijke 1994). 
These characterisations of  countries will prob-
ably need revision with further analyses. At 
this stage, however, they may be sufficient to 
indicate the variation across the countries in 
the main variables and outcomes of interest. 
4. Progress to date: construc-
tion of the comparative 
databases. 
Four main issues arose in constructing a com-
parative database from five  national school 
leavers' surveys: 
a) definition of populations and samples; 
b) timing of  interviews - in terms of  years in 
which schoolleavers were sampled and in 
terms of post-school labour market expo-
sure; 
c)  variable definitions and specifications; and 
d) overall design of database. 
Population I samples. The population aimed at 
is all full-time initial second level system 
leavers-rather than schoolleavers. The con-
cept of second level system leavers is used 
because of  possible confusion where some po-
tential respondents leave one school or school 
type, and enter another second level one-par-
ticularly in highly differentiated systems such 
as the Netherlands where national surveys 
made this possible. Such 'reentry' school 
leavers are excluded from the comparatively 
defined population/sample. They are included 
only when they subsequently exit the total 
system. We  therefore aimed only to include 
those who leave the full-time second level sys-
tem for the first time ('initial' leavers). Those 
who leave but who continue in post-school, 
part-time education or training are, however, 
included-this generally 'mixed status' being 
regarded as a 'post-school' destination. 
The selection of  samples for the national sur-
veys may be from national registration lists 
or through a  process of initially sampling 
schools/systems and then 'school leavers' 
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within these schools. In most cases the sam-
ple is designed to cover all those who left the 
full-time second level system in the preced-
ing academic year- i.e. those sampled and 
interviewed in May 1998 would have com-
pleted their initial full-time second level edu-
cation in the academic year1996/97. Most are 
then in a 'post-school' status (usually on the 
labour market or in further education or train-
ing) for at least nine months to a year. Inter-
views at that point are designed to measure 
respondents' 'post-school' education, training 
and labour market outcomes and experiences 
subsequent to leaving school. 
For the most recently surveyed, the samples 
include all those who left (completed course 
or left during course) their initial full-time 
(second level) education in the 1993/94 ses-
sion in France and Scotland, and the 1995/96 
educational session in Ireland and the Neth-
erlands. The samples of  respondents selected 
were interviewed between one year to one and 
a half years subsequent to their completion 
of second level education. The surveys were 
carried out by personal interviews in Ireland, 
by mailed questionnaires in France and Scot-
land and mostly by telephone interviews in 
the Netherlands. 
4.1 Variable list and definitions in 
common database 
Essentially we need as much detailed com-
parative information as possible on five  ar-
eas; 
a) the social background of schoolleavers; 
b) their educational/training experiences and 
achievements/qualifications; 
c)  the nature and extent of post-school edu-
cation and training; 
d) their labour market experiences and out-
comes; and 
e)  their current household formation patterns 
and migration experience. 
There are ca.100 comparatively defined vari-
ables in the combined datasets (see Appen-
dix): 
a) the social background of school leavers 
(about 15 variables); 
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b) household status and, to a limited extent, 
migration status (about 5 variables); 
c)  educational background I achievement 
(about 12 variables); 
d) post-school education, training achieved 
(about 26 variables); 
e)  current employment status characteristics 
(about 20 variables); 
f)  labour force  history characteristics since 
leaving full-time education (about 20 vari-
ables). See Appendix for details of  common 
variables. 
Clarifying these definitions and concepts took 
some time and intensive discussion; and in 
coming to common definitions we lost some 
important information. For instance, because 
the Irish and Scottish surveys covered only 
schoolleavers' defined in a conventional way, 
all post-school youth training and further edu-
cation (in, e.g. further education colleges) is 
defined as a 'destination' for  school leavers 
and, since a significant proportion of  these are 
still in training or further education at the 
time of the interview (a year later) we have 
no information on their subsequent labour 
market outcomes. One way to correct this is 
to follow up such initial schoolleavers for a 
number of years (five or six) to measure such 
long-term outcomes. This is done periodically 
in a number of  countries (UK-including Scot-
land, France, Ireland, the Nether  lands and 
Sweden). 
National surveys varied significantly in the 
nature and extent of social background data 
gathered. While the usual socio-demographic 
data (age, sex, age of  completion of  schooling) 
is present, there is a lot of missing data on 
social class of origin (for only two countries), 
ethnicity (for one country only), educational 
level of parents (two countries), employment 
status of parents (three countries). The more 
complex, multivariate analyses using these 
variables cannot, therefore, be as comprehen-
sive as we would have wished. One of  the main 
aims of future collaboration would be to in-
crease the comprehensiveness and compara-
bility of variables covered. 
Educational experiences and achievements are 
generally well covered in most surveys: type 
of school and curricular track, highest level of ____  The effect of national institutional differences on ET to work transitions in Europe 
Table 1: Time series of SLS surveys in Scotland, Ireland and the Netherlands 
Yea.-.of Survey- Scotland 
1979/80  a (1979) 
1985  a 
1989  a 
1993  a 
(Current) 1995/97  a (1995) 
education achieved (CASMIN and ISCED 
measures); type of qualification achieved -
vocational/technical or academic/general; 
grades/awards achieved in examinations and/ 
or detailed educational achievement levels-
i.e. from incomplete lower second level, 'failed' 
lower second level, 'passed' lower second level 
examination, to 'passed' or got 'honours' in 
upper second level examination. (See Appen-
dix for details of  variables covered by country). 
4.1.1 Post-second level education and 
training 
Extent and nature of participation, type and 
level of course; full-time or part-time, degree 
of vocational/occupational specificity of 
course, length of  course, whether successfully 
completed, type and level of qualification 
achieved, etc. Extent to which education in-
volved work experience and nature of work 
experience; apprenticeship training; extent 
and nature of  involvement in 'mixed statuses' 
-(work and education). There is significant 
variation in variable coverage by country. 
4.1.2 Labour market outcomes 
Labour market entry outcomes: initial and 
current employment status. Extent of  employ-
ment/unemployment; characteristics of jobs 
-occupation, industry, earnings, etc.; location 
of  first and current  job, etc. Details of  the com-
bined variable list are in the Appendix. 
4.2 Time series 
The most extensive information is available 
for the current (1993/94 to 1996/97) SLS 
databases. France (CEREQ) has carried out 
schoolleavers' surveys since the early and mid 
1970s. Most of these, however, are only par-
lrelend  The Netherlanda 
a(1980)  -
a  -
a  a 
a  a 
a(1997)  a(1997) 
tial samples of  the population ofleavers-the 
French samples are excluded from the time 
series. For Ireland and Scotland such national 
schoolleavers' surveys have been carried out 
since 1970/71 in Scotland and 1980 in Ireland 
- and in both cases sampling is national and 
covers all second levelleavers. The first na-
tional sample for theN  ether  lands is available 
from  1988 only.  The Dutch sample is very 
large, is nationwide and comprehensive but 
is not initially selected as a national sample. 
Since it, however, covers all institutional dis-
tinctions, all regions and all levels of second 
levelleavers it can be reweighted to approxi-
mate a national sample. The following table 
indicates the time series being used. 
As already indicated the current, late 1990s, 
comparative data set has been constructed. 
The time series was constructed in Septem-
ber 1999, and analyses have started on the 
current database. 
4.3 Construction of comparative labour 
force survey (LFS) datasets 
(coordinated by MZES, Mannheim) 
Two data sources are used for LFS analyses: 
the EU community LFS through data re-
quests to Eurostat in Luxembourg, and na-
tional micro data sets for Germany and the 
SLS project countries (France, Ireland, the 
Netherlands, United Kingdom, SW) and some 
other EU countries (Denmark, Spain, Italy, 
Austria and Portugal). LFS surveys for two 
time points will be used for most of  these coun-
tries (from early 1980s and mid-1990s). Both 
cross-sectional stock analyses and some re-
stricted synthetic 'flow analyses' will be car-
ried out- using expected minimum age of 
completion of highest level of education 
achieved, and consequent estimate of  amount 
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of time in the labour force.  The European 
Community LFS (CLFS) provides a common 
database for the most important labour force 
characteristics for all EU countries. It is lim-
ited in its coverage of educational and train-
ing variables, and has very limited retrospec-
tive data. Access to individual level micro data 
is only by request to Eurostat. The individual 
national labour force surveys generally have 
much more information- though variable 
coverage and cross-national comparability of 
variables differs widely. In most cases, how-
ever, anonymised micro data sets are avail-
able from national census offices.  In the 
CATEWE project, these micro data sets are 
now available atMZES, Mannheim-with the 
full set of comparable variable specifications 
to be completed shortly. Obviously much more 
complex analyses can be carried out on such 
a comparative European micro data set. 
4.4 Progress on analyses of  LFS and 
SLS surveys 
Substantial progress has already (June 1999) 
been made in the analyses of the CLFS, and 
in both assembling and aligning the country 
level LFS micro data sets. Analyses of the 
CLFS has already commenced and - papers 
are being prepared for the September transi-
tion in youth (TIY) conference in September 
1999 in Oslo. First drafts of five  papers re-
porting analyses have already been discussed 
and critiqued (June 1999): 
a) changes in educational participation and 
qualifications over time in EU countries; 
b) national differences in youth labour mar-
kets and in transition trajectories; 
c)  'gradualism' in labour market entry: dou-
ble statuses in transitions; 
d) labour market segmentation and the struc-
ture of  youth employment in EU countries; 
e) educational achievement and initial labour 
market outcomes: national and institu-
tional contextual effects. 
Reanalyses and redrafts of  these papers were 
prepared and second and more comprehen-
sive drafts were given at the European TIY4 
conference in September 1999. It is hoped to 
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publish the contents of these papers in jour-
nal articles as soon as possible thereafter.  5 
These analyses of the European Community 
LFS (CLFS), dealing as they do with all EU 
countries, will set the wider context for both 
the more detailed analyses possible with the 
individual country LFS micro data sets as well 
as the five country SLS data analyses. These 
later micro data LFS studies started in late 
1999 and are to be completed by mid-2000. 
The analyses of the current SLS has already 
started and analyses of the time series and 
comparative follow-up surveys started in Sep-
tember 1999. 
4.5 Analyses of schoolleavers surveys 
The four country comparative database 
(France, Ireland, the Nether  lands, Scotland) 
of current (  1995-97) school leavers surveys 
was constructed by the end of March 1999. 
Swedish data was added in August 1999. 
Construction of the time series data sets has 
started but will not be completed until end of 
June 1999. The construction of the French-
Irish six year follow-up comparative data set 
has also started but will not be completed 
until September 1999.
6 
Analyses of the current four-nation data set 
started in May 1999. A division of labour on 
analyses has been agreed, with first drafts of 
papers reporting results to be completed by 
4  The European network on Transitions in Youth 
(TIY) has been holding annual European research 
workshops/conferences on education/work relation-
ships and transitions since 1993. Initially funded 
by the European Science Foundation (1994-96) the 
subsequent workshops have been partly supported 
by national funding in Ireland, Scotland and in 
1999 in Norway. Copies of workshop papers up to 
1996 are available from the ESF in Strasbourg, 
from 1996 from CEREQ Marseilles, from 1997 from 
the ESRI Dublin, from the CES, University of 
Edinburgh in 1998. 
5  Copies of papers now available as CATEWE 
Working Papers, from Mannheimer Zentrum fur 
Europaische Sozialforschung (MZES), University 
of Mannheim, Postfach  10-34-62, D-68131 
Mannheim. 
6  This paper refers to the project results available 
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September 1st in time for the September TIY 
international workshop: 
i)  Comparative analyses of  the relationships 
between initial educational/training 
achievements and 'post-school' educa-
tional and training outcomes; 
ii)  Comparative analyses of the relationship 
between educational/training achieve-
ments and post-school labour market out-
comes; 
iii) Comparative analyses of  the relationships 
between initial educational/training out-
comes, initial labour market integration 
processes and the extent to which State 
training/employment schemes mediate 
difficulties in transition; 
iv) Comparative analyses of gender and so-
cial class inequalities in educational 
achievements and in education-to-work 
transitions; 
v)  Comparative analyses of  both youth/adult 
and general labour market segmentation 
processes in the five countries; 
vi) Comparative analyses of the nature and 
extent of  labour market exclusionary proc-
esses amongst the least qualified. 
As of mid 1999 there were no results from 
these analyses. But the papers were subse-
quently revised and are now available as 
CATEWE working papers.7 
One clear result, however, is the fact that it 
has proved possible to construct cross-nation-
ally comparable microdatabases from both 
national labour force  surveys and school 
leavers surveys. Although there are serious 
missing data problems for  some important 
variables (particularly social background vari-
ables) in the schoolleavers' surveys this da-
tabase is still a very rich one for research and 
policy purposes. The earlier Leonardo study, 
reporting analyses of  a more restricted cross-
national data set based on the same type of 
surveys, however, indicated some important 
policy relevant results and conclusions. Some 
of these will be discussed next. 
7  Available as a CATEWE working paper from the 
ESRI, 4 Burlington Rd., Dublin 4, April 2000. 
5. Results and conclusions 
Although there are as yet no results from our 
analyses of the CATEWE  comparative 
databases some conclusions from our work on 
comparative database construction are impor-
tant. In addition some results and conclusions 
from an earlier, though more restricted, com-
parative study of school to work transitions 
amongst early school leavers, under the 
Leonardo surveys and analyses programme, 
(1997-98, VTLMT8)  appear very relevant. 
Two comparative micro data sets on school to 
work transitions have been or are being con-
structed using existing national surveys. The 
first is based on national labour force surveys 
for most European countries. The Eurostat 
Community LFS data set is available only for 
a limited set of variables, and in any case is 
not directly accessible to the research com-
munity - although Eurostat has been very 
helpful in making detailed cross-tabulations 
available. The national data sets are gener-
ally much more comprehensive and, for most 
EU countries, are available as anonymised 
data sets to the research community. So a com-
paratively defined LFS data set is being set 
up for the majority of EU States. The initial 
work on the CLFS (Eurostat) database indi-
cates not just the value of cross-sectional 
analyses of  the existing variables, but also the 
value of constructing and using other more 
complex variables-for instance, in using ex-
pected ages of graduation and entry to the 
labour market in identifying recent (young) 
entrants to the labour market- to estimate 
differences in labour market outcomes for 
8  Vocational Training and Labour Market 
Transitions. This was a project funded under the 
Leonardo 'Surveys and Analyses' programme, 
DG22, 1996-98. Contract No-IRU96/1/1007  4/EA/ 
III.2.a/FP1. Final report Dec. 1998. The research 
project was based on comparative analyses of 
school leavers surveys in France, Ireland, the 
Netherlands and Scotland-primarily focusing on 
the education-labour market relationship amongst 
those who left full-time education before complet-
ing upper second level. The project was coordinated 
by ESRI, Dublin in partnership with CES, Uni-
versity of Edinburgh; DESAN, Amsterdam; and 
CEREQ Marseilles. 
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young versus older labour market entrants. 
These analyses show clearly the underutilised 
value of the existing labour force surveys for 
research and policy analyses purposes. 
The second main methodological finding is 
that the existing national schoolleavers' sur-
veys carried out in five EU countries (France, 
Ireland, the Netherlands, United Kingdom 
(Scotland), Sweden) - and prospectively in 
Belgium (Flanders) and Portugal-provide a 
rich comparative database for studying the 
longitudinal/panel aspects of school to work 
transition processes in a range of EU coun-
tries. These mainly cover the post-school edu-
cation/training and labour market history 
characteristics of  schoolleavers for one to one 
and a half  years after they complete their sec-
ond level education. Combined with the cross-
sectional LFS analyses of  current status char-
acteristics of individuals these detailed 'flow 
data' on educational and labour market his-
tory provide for very comprehensive analyses 
of  school to work transitions across the Euro-
pean Union. 
Although there are many sample and vari-
able comparability problems arising from 
constructing a  comparative database from 
such national surveys-with many 'missing 
data' gaps, for instance - both the process 
itself  of  constructing such a database and the 
initial raw results illustrate clearly the ad-
vantages of such approaches. In construct-
ing comparatively defined, meaningful vari-
ables-which capture both the common and, 
as far as possible, the unique in each system 
- overarching concepts and variables need 
to respecified in ways that are not otherwise 
obvious. For instance the concept of 'level of 
education' does not always make clear 
whether the person reaching level 'x' has 
actually taken and 'passed' the relevant ex-
amination at that level. Equally, differences 
in the significance of different national ways 
of measuring educational achievement -
whether, for instance, grades achieved in ex-
aminations, or 'levels' taken in courses/cur-
ricula are important/relevant - have to be 
dealt with in ways that are not always re-
vealed in cross-national surveys where the 
lowest common denominator approach to 
variable definitions is often used. 
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Besides these comparative data construction 
issues, one of the main advantages of such 
cross-cultural (or cross-national institutional) 
studies is the classically stated advantage of 
additional insight into national characteris-
tics gained from comparing one national sys-
tem to another quite different one. By shed-
ding normal ethnocentric conceptualisations 
engendered by national studies or even by lim-
ited comparisons with similar type systems, 
intensive comparative studies much more 
clearly reveal national differences. For in-
stance, the overarching significance of'grades 
achieved' in examinations in the Irish, and to 
a lesser extent in the Scottish system, in se-
lection/progression to higher levels of educa-
tion/training and into the labour market-and 
their apparent lesser significance in the Dutch 
or French systems-illustrate clear national 
system differences in educational assessment 
and selection. The relative significance of 
these different kinds of selection mechanisms 
becomes very obvious in any detailed compari-
sons - but they are very easy to miss in less 
detailed ones. The necessity to specify a wider 
range of social background, educational, train-
ing and labour market variables to capture 
the most relevant aspects of each national 
system, while at the same time trying to in-
tegrate these into an overarching, common set 
of  concepts/measures is one of  the main tasks 
of  such detailed comparative analyses. Hope-
fully, these initial findings will show more in-
sight and lead to a more comprehensive com-
parative analyses than would otherwise be 
the case. 
The Leonardo VTLMT study- 1997-98 
The earlier comparative European study of 
school to work transitions using schoolleavers 
surveys was funded under the DG22 Leonardo 
(Surveys and Analyses) programme (VTLMT9 
1996 to 1998). The empirical analyses were 
based on a  comparative data set based on 
schoolleavers' surveys in France (1995), Ire-
land, the Netherlands and Scotland (1993). 
9  Vocational training and labour market transi-
tions in Europe - coordinated by ESRI, Dublin in 
partnership with CES, University of Edinburgh; 
DESAN, Amsterdam,; CEREQ, Marseilles. ____  The effect of national institutional differences on ET to work transitions in Europe 
The main focus of the study was on the rela-
tionships between initial educational/training 
outcomes and qualifications amongst school 
leavers and subsequent, post-school, labour 
market and education/training outcomes. In 
this case the main interest was in 'early school 
leavers' or those who left the educational sys-
tem with no or poor qualifications. The final 
results and conclusions are included in the 
final VTLMT report to DG22 in December 
1998, and are to be published as separate  jour-
nal articles. 
Four main hypotheses guided the analyses: 
1.  gender and social class inequalities in the 
type and level of educational achievement 
are greater in the Netherlands-the coun-
try with the most differentiated and selec-
tive ETsystem (Blossfeld and Shavit 1993); 
2.  the educational qualification distinctions 
amongst 'early school leavers' (or,  more 
technically, lower second level leavers) -
in terms of examination grades or 'pass'/ 
'fail' distinctions - will almost have the 
same effect on labour market entry as the 
distinction between lower and upper sec-
ond level leavers (Breen, Hannan and 
O'Leary 1995); 
3.  controlling for educational level and grades 
achieved in examinations, it is expected 
that those specialising in vocational/tech-
nical curricular 'tracks' will have signifi-
cant labour market advantages over those 
in general tracks (Shavit and Mueller 
1998); 
4.  the labour market effects of educational 
failure (early 'dropout' or 'fail' in lower sec-
ond level examinations) are expected to be 
greater in national systems with less dif-
ferentiated  ET  systems  and  less 
'occupationalised' labour markets; i.e. more 
serious in Ireland and less serious in the 
Netherlands. 
Main results 
While the proportion of those leaving school 
in Scotland with only a  lower second level 
qualification or less (  40%) were almost twice 
as high as in the other three countries, the 
extent of post- school education/training par-
ticipation rates were much higher there- so 
reducing national differences considerably. 
Such post-school provision and participation 
for the most poorly qualified was lowest in 
Ireland- with less than one in four of early 
schoolleavers entering alternative education/ 
training pathways compared to almost one in 
two for their Scottish counterparts. There are 
then substantial national differences in the 
provision for and participation in such post-
school ET interventions. 
Gender and class of  origin differences in lev-
els of educational achievement are much 
greater in Ireland than in the Netherlands or 
Scotland. Irish lower level leavers, particu-
larly those without qualifications, are more 
likely to be male, working class and have par-
ents that are unemployed. At least in terms 
of  the first major educational transition there-
fore,  our main hypothesis is not supported: 
the least differentiated system- though one 
with strong inter-school competitive effects 
(Smyth 1999)-is the most gender and class 
discriminatory. The Irish system is also the 
most highly unidimensionally stratified - a 
highly hierarchical general system. It appears 
as if the highly differentiated and early se-
lective Dutch ET systems have both lower 
initial educational failure rates amongst the 
total school entry cohort, but also class and 
gender selectivity appears to be lower at that 
basic level. Of  course in terms of type of edu-
cation/training and in terms of  later progres-
sive transitions- such as to the completion 
of upper second level or entry to third level-
these national differences may be reversed. 
The four countries differ substantially in the 
level and quality of  post-school 'corrective' ET 
and active labour market provision. Labour 
market entry (whether at work or looking for 
work) is most likely to be almost the only op-
portunity available in Ireland for those not 
going on to third level. There is a much more 
elaborated, State funded and better organised 
set of both ET and work-based training/em-
ployment scheme provision in Scotland. Em-
ployment chances are maximised in the Neth-
erlands but alternatives to unemployment 
through apprenticeships and State training/ 
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employment schemes are much richer. France 
equally, although with the lowest employment 
chances for early leavers, has the most elabo-
rated and best funded system of post- school 
training. The extent and nature of State in-
tervention in the labour market for early and 
poorly qualified school leavers is, therefore, 
one of the most variable aspects of school to 
work interventions. 
What effect has examination performance on 
labour market access or access to more valu-
able post-school ET pathways? In fact 'pass-
ing'10  lower second level examinations - so 
distinguishing between those who either left 
school before taking the examination or hav-
ing 'failed' the examination and others who 
at least got a  'passing grade' in such lower 
second level examinations-has a significant 
positive effect on employment chances in all 
four countries; and in all except France on 
access to apprenticeships also. For other less 
valuable traineeships or post-school training/ 
employment schemes the effects are negative 
for Ireland only - a  not unexpected result 
given that recruitment to these schemes is 
targeted on the more poorly qualified with the 
poorest employment histories in Ireland. 
What is significant here as in some other re-
search (see Breen, Hannan and O'Leary 1995) 
is that level of performance in lower second 
level examinations is almost as important in 
labour market access as proceeding to upper 
second level, particularly amongst those with 
below average educational performance. 
A State policy geared to maximising upper 
second level educational participation, with-
out paying equal attention to improving the 
basic educational performance levels at pri-
mary and early post-primary levels, appears 
therefore to be a  seriously mistaken one. 
There is little added value in keeping young 
people with poor performance histories in 
10 'passing' in this sense has a  clear meaning in 
the French and Dutch systems; but in the Irish 
and Scottish systems has to be somewhat arbitrary 
- so the older definitions are used as in the Irish 
case where a minimum of  five Ds in the junior cer-
tificate ( and equivalent in the Scottish GCSE) 
examination is regarded as required to get a pass. 
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school up to 17 or 18 unless basic educational 
achievement levels significantly improve. 
Improving the basic educational and personal 
and social development skills of the lower 
performing 10 to 20% of the cohort at lower 
second level is a far more fundamental edu-
cational goal than  just increasing the compul-
sory ages of attendance to 17 or 18. The sec-
ond  hypothesis  is,  therefore,  strongly 
supported. 
Are there effective alternatives to vocation/ 
technical tracks or post-school vocational 
training programmes - such as apprentice-
ships-in non-differentiated systems such as 
the Irish or British ones up to age 16 ? Re-
cent research has corrected for earlier nega-
tive assessments of  assignment to vocational/ 
technical 'tracks' within the more general and 
more comprehensive systems of the English-
speaking countries-particularly for 'non-col-
lege' bound youth-(Shavit and Mueller 1998; 
Kerckhoff et al.  1998 Hannan and O'Riain 
1996). Effectively these results indicate that 
although such vocational/technical 'tracking' 
may divert a significant proportion of work-
ing class children away from proceeding to 
upper second and into third level education 
(and so increase social class inequality at 
these higher levels) successfully completing 
such programmes does in most (though not 
all) cases increase access to skilled manual 
and service employment-or in escaping from 
the lower skilled and less secure sectors of 
the youth labour market. Our results strongly 
support the latter view. Such specialisation 
in second level, vocational/technical subjects 
significantly increases access to skilled 
manual occupations for males in all four coun-
tries- though it has no effect on employment 
access as such, controlling for the effects of 
most other relevant variables. Again this hy-
pothesis is strongly supported, though for 
males only. 
There is no evidence, however, that the rela-
tive effects of educational 'failure'-no quali-
fications or 'failed' qualifications-on employ-
ment chances are any higher in Ireland, 
though the extent to which this occurs is 
greater in Ireland and Scotland. The fourth 
hypothesis is not, therefore, supported, al-
though this hypothesis is harder to test given ____  The effect of national institutional differences on ET to work transitions in Europe 
the various different interpretations of edu-
cational 'failure' in Ireland and Scotland ver-
sus France and the Netherlands. 
The results of  this initial study of  early school 
leavers encourage optimism about the future 
results of the larger CATEWE project. Com-
bining both LFS analyses of education/train-
ing and labour market relationships in all 
countries, with more detailed analyses of 
school-to-work transitions in a  smaller 
number of countries - using both time series 
and longitudinal analyses-the project should 
yield valuable comparative European analy-
ses of education/training and labour market 
relationships by the end of the year 2000. 
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 Abstract 
Education and labour market change: 
The dynamics of education to 
work transitions in Europe* 
A review of the TSER Programme 
Damian F. Hannan, Patrick Werquin 
The education I employment relationship and the transition from school to work has been the 
subject of  substantial research over the last decade.  This is mainly because of  its priority in 
policy making for a number of  reasons (see paper). 
One of  the main policy research questions remains whether there is one or a number of  different 
and equally effective solutions to these problems in different EU countries. 
The underlying sources of  these difficulties in different country labour markets within the EU 
are difficult to disentangle. They are not equally serious in all countries. They also tend to have 
different patterns in different countries, and there is no agreement on the exact source of  the 
relative lack of  job vacancies for young people. 
Successful policy interventions also tend to differ across countries. Not all EU countries re-
acted the same way to  the crisis,  nor do  or can they have the same kind of  effective policy 
solutions: the seriousness and nature of  the problem varies across countries; countries have 
different youth I age profiles, somewhat different economies, and clearly different institutional 
systems. 
In these circumstances comparative cross-country research is of  particular interest to learn to 
what extent and why some policies appear to be generalisable, while others appear to be effec-
tive only in particular country I institutional contexts2. 
This requires that research should aim at a clear understanding of  the impact(s) of  institu-
tional contexts on rtducation and training (ET) and labour market (LM) outcomes. 
*  The quality and comprehensiveness of this paper is a result mainly of the critiques and 
suggestions of  our colleagues funded on TSER projects, who attended a preliminary meeting 
in Brussels at DGXII on Nov., 19th 1998. Any remaining inadequacies or faults in the paper 
are due entirely to the authors. Our particular thanks are due to T.F. Brandsma, University 
Twente, Enschede; P. Dubois, Facolta' Scienze Politiche-Sede di Forli, Bologne; W. Houtkoop, 
Max Goode Centre, University of  Amsterdam; S. Lindblad, Uppsala Universitet-Depart. Edu-
cation; W. Muller, Universitat Mannheim; H. Oosterbeek, University of  Amsterdam-Faculty 
of  Economics; W. Pelgrum, Universiteit Twente; C. Bed  we, LIRHE, Univ. Des Sciences Sociales, 
Toulouse; J. Planas, Universite Autonome de Barcelone; D. Raffe, CES, University of Edin-
burgh; J.P. Reef, MENFP, Luxembourg; H.  Schomburg, Universitat Kassel; C.  Sofer, LEO 
CRESEP, University of Toulouse; and E. Willems, ROA, Universiteit Maastricht. 
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This paper has three main objectives: 
a) It reviews the main research findings, con-
clusions and general direction of the Tar-
geted Socio-Economic Research (TSER) 
Programme under the Fourth Framework 
Programme ofDG  12, dealing with research 
on education/employment relationships 
and, in particular, transitions from educa-
tion to work in Europe and places it in the 
context of  the wider research literature and 
policy priorities in the area; 
b) It highlights the main areas where policy 
needs are well served by research, and 
other areas where research is poorly de-
veloped; 
c)  It suggests the main areas of research and 
policy analyses that need to be addressed 
in the next 5th Framework (TSER) Pro-
gramme (1998-2002), particularly under 
the Horizontal Programme for Improving 
the Human Research Potential and the 
socio-economic research base. (  0 .J. c506/ 
99, 13.01.1999). 
The paper does not attempt to evaluate nor 
comprehensively review the main TSER re-
search on education-employment relation-
ships, but to summarise the main findings in 
the context of  comparative European research 
and related policy preoccupations on there-
lationships between education/training sys-
tem outputs and labour market entrants and 
outcomes at an individual and system level. 
The education/employment relationship and 
the transition from school to work has been 
the subject of  substantial research over the last 
decade. This is mainly because of its priority 
in policy making for a  number of reasons. 
Firstly, most European countries have had 
persistent high youth unemployment rates for 
almost two decades, with the time between 
leaving full time education and securing a 
regular job also increasing significantly. With 
a substantial proportion of young people en-
tering the labour market (LM) either never 
finding secure employment or being intermit-
tently unemployed-particularly amongst the 
least educationally qualified-both policy mak-
ers and researchers have focused a lot of at-
tention on the initial school-to-work transition 
process. Initially substantial state investments 
occurred in LM interventions such as state 
employment and training programmes, but 
gradually shifted to more active and more ef-
fective labour market interventions as the 
long-term secular rather than temporary na-
ture of  the labour market problem became in-
creasingly apparent. As a result, in many EU/ 
OECD countries participation in such state 
programmes became a regular feature of  many 
young people's transition between leaving full 
time initial education and either getting a regu-
lar job or effectively withdrawing from active 
participation in the labour market. Besides the 
immediate social consequences of  such effects, 
these issues are of continuing policy relevance 
since, when economic growth resumes, coun-
tries will need a full working population com-
plement in a situation of  generally low replace-
ment rates. Even in present circumstances 
labour shortages have emerged in some coun-
tries such as the Netherlands, so  that state 
and European Union (EU) policy needs to be 
geared to address the medium to long term 
effects of declining demographic trends with 
improving economic growth. 
Besides the current employment crisis, a 
rapid upgrading of education and training 
(ET) is required in most EU countries given 
the poor competitive position ofEU countries 
for low skilled production and high global com-
petitiveness for high skilled production and 
services, particularly from the USA and Ja-
pan. Given these policy priorities, transition 
from school to work has become a  very im-
portant policy issue in most EU countries. One 
of  the main policy research questions remains 
whether there is one or a number of  different 
and equally effective solutions to these prob-
lems in different EU countries. 
The underlying sources of these difficulties in 
different country labour markets within the 
EU are difficult to disentangle. They are not 
equally serious in all countries. They also tend 
to have different patterns in different coun-
tries, and there is no agreement on the exact 
source of the relative lack of  job vacancies for 
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young people. Successful policy interventions 
also tend to differ across countries. Not all EU 
countries reacted the same way to the crisis, 
nor do or can they have the same kind of  effec-
tive policy solutions: the seriousness and na-
ture of the problem varies across countries; 
countries have different youth/age profiles, 
somewhat different economies, and clearly dif-
ferent institutional systems. In these circum-
stances comparative cross-country research is 
of particular interest to learn to what extent 
and why some policies appear to be genera-
lisable, while others appear to be effective only 
in particular country/institutional contexts1• 
This requires that research should aim at a 
clear understanding of the impact(s) of insti-
tutional contexts on education and training 
(ET) and labour market (LM) outcomes. The 
main aim of this paper is to summarise some 
ofthe main lines of  comparative European re-
search on school-to-work transitions, with par-
ticular attention to research on these issues 
funded by the European Commission under the 
Targeted Socio-Economic Research (TSER) 
Programme of DGXII. 
This paper has 8 sections: 
1) The wider economic and policy context 
within which research on education to 
work transitions takes place. 
2) A set of categories is proposed to define 
between country difference in national in-
stitutional arrangements. 
3) The nature and extent of change in eco-
nomic or labour market demands for dif-
ferent kinds and levels of  education/train-
ing or skills/knowledge; as well as the 
extent these might vary across different la-
bour market systems. 
4) Changes in education/training outputs and 
the relationships and linkages between the 
ET system and changing labour markets 
1  Research on youth unemployment has largely 
used the fact that minimum wage has been low-
ered in theN  ether  lands without any clear evidence 
of success in terms of unemployment. The idea of 
the labour being too expensive for young people 
does not seem to work from the Dutch experience. 
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and employers/firm behaviour; as well as 
the extent to which these also might vary 
across different national ET institutional 
systems. 
5)  Comparative analyses of  the nature, extent 
and severity of educational and labour 
market failure/exclusion and the associ-
ated social exclusionary processes; as well 
as the relative effects of national institu-
tional systems on such processes and rela-
tive effectiveness of  interventions. 
6) Research on the effectiveness of  education/ 
training programmes and of labour mar-
ket intervention programmes. 
7)  Gender and class inequalities. 
8) Conclusions, and proposals for future com-
parative research and policy analyses work 
under the aegis of  the Vth Framework Pro-
gramme of DGXII: Improving the Human 
Research Potential and the Socio-Economic 
Knowledge Base (1998-2002). 
1.1 The policy contexts of  education to 
work transitions 
Increasing globalisation and competitive pres-
sures combined with rapid technological 
change
2 have, according to conventional eco-
nomic wisdom, made education and training 
-human capital growth-of  increasing if  not 
paramount importance in securing modern 
economic growth. 
State policy responses to the growing unem-
ployment crises of  the 1980s and early 1990s 
gradually changed over time to a recognition 
that the problem was not only cyclical and, 
therefore, could be adequately handled by 
temporary employment/training measures, 
but was also structural: with rapid techno-
logical change and increasing competitive 
pressures bringing about long term secular 
declines in certain industries and unskilled 
and semiskilled occupations. This realisation 
shifted policy emphases to supply side meas-
2  See comprehensive review by Lundvall and 
Borras (1997). ~~~~~~~~~~~~~~~~~~~~~~- Educationand~bourmarkclchange 
ures in education and training and to active 
labour market programmes. The main con-
cerns were not only that the ET system was 
not changing fast enough to keep pace with 
rapid economic and technological change, but 
that changes in the organisation of produc-
tion itself  would also be necessary to guaran-
tee continuing competitiveness. (Janoski, 
1996; OECD, 1995; EU, 1994; O'Connell and 
McGinnity, 1997). 
The European Commission's White Paper 
(1993) on Growth, Competitiveness and Em-
ployment, following on the Copenhagen sum-
mit, proposed a number of policies to tackle 
the EU economy's slowdown, with increasing 
unemployment and declining competitive-
ness. This White Paper was more innovative 
than preceding EU documents. Three chap-
ters appear most relevant: Chapter 7 deals 
with education and training system, chapter 
8 on the link between job creation and eco-
nomic growth, and chapter 9 on labour costs 
(see also Meulders, 1998). 
With an increasingly more knowledge-based 
economy, an accelerating pace of technologi-
cal change-and consequent changes in jobs, 
firms and ET requirements- the necessity 
for substantial change in ET policy was pro-
posed. This was proposed as necessary both 
to increase the level of  knowledge/skills of  the 
youth labour force, but also to change radi-
cally the nature of the 'once-and-for-all' full 
time ET provider systems, toward a  more 
open and more flexible one. 
This was seen as necessary both to increase 
the chances of  returning to post-school educa-
tion/training and to orient systems of  ET pro-
vision more toward life long learning and con-
tinuing re-education/re-training (p.  16).  In 
addition the White Paper emphasised the ne-
cessity to substantially reduce the level of  edu-
cational failure/underachievement amongst 
schoolleavers in most European countries and 
to improve transitions to work. In pointing to 
the very negative unemployment and other 
economic and social marginalisation effects of 
educational failure, and the subsequent diffi-
culty in re-integrating such poorly educated 
youth back into the society, the White Paper 
prioritised the need for effective educational 
interventions (p.  124). Besides these obvious 
negative effects of educational failure and the 
necessity to effectively tackle its causes, the 
overall rapid pace of economic/technological 
change required much more forward planning 
than previously; hence the priority placed on 
research and new knowledge on occupational/ 
work changes and attendant ET requirements. 
The increasing dynamic relationships between 
the ET system and the employment system in 
modern economies also required much greater 
levels of co-operation between them. But also 
much greater responsiveness and flexibility in 
instructional/learning and qualification sys-
tems to the changing economic/employment 
needs; as well as to the individuals needs for 
re-education and re-training over the life-
course. 
The White Paper also suggested the neces-
sity for improvements in the fit between the 
tax and social protection system and employ-
ment in order to encourage job creation: sug-
gesting, for instance, a decrease by 2% in so-
cial insurance contributions, and targeting it 
on youth and low skilled employment. It also 
suggested policies to reduce the disincentive 
effects of  unemployment benefit on job search 
-though a clear disincentive effect of unem-
ployment benefit has never been proved. 
In addition to increasing the sensitivity of  tax/ 
insurance systems to LM needs, increased LM 
flexibility and less regulation is suggested to 
help creation of  part-time and temporary con-
tracts etc. as well as workers' temporary with-
drawal on a voluntary basis from the LM (e.g. 
for sabbaticals, training etc.). In addition im-
provements in active labour market policies 
and in employment/job placement processes/ 
agencies are suggested. 
In addition to lowering tax/insurance contri-
butions, a  slowdown in wage increases was 
suggested, with wages not allowed to increase 
more than the increase in productivity. The 
level of wages appeared to be perceived to be 
one of the main reasons of low job creation, 
with minimum wage regulation/legislation 
also perceived as constraining employment 
growth. Again, none of  these policy recommen-
dations have any solid basis in the research/ 
econometric literature. On the contrary, in the 
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meantime, recent OECD publications (Em-
ployment Outlook, 1998) have been more than 
cautious about the minimum wage as a gen-
eral brake on jobs creation. 
Following along the lines of the White Paper 
suggestions, the Essen Summit (1994) 
adopted five priorities in December 1994: 
a) Improving the employability of the labour 
force through the promotion of  investments 
in vocational training. Young people to be 
especially targeted. 
b) Increasing  job creation associated with eco-
nomic growth through a greater flexibility 
of  the labour force, by increasing wages by 
less than productivity growth and by en-
couraging regional and local initiatives, 
especially in the fields of new jobs (envi-
ronment, social services etc.). 
c)  Reducing the labour cost, especially for un-
skilled jobs. 
d)  Improving the efficiency of public employ-
ment policies by switching from passive to 
active policies. 
e)  Improving the targeting of intervention 
programmes for those most affected by un-
employment: young people, long term un-
employed, unemployed female and older 
unemployed people. 
The White Paper of  the European Commission 
(1994) on Education and Training: Toward the 
Learning Society,  proposed four main policy 
priorities. Firstly it indicated the necessity to 
have a balanced set of ET policies which both 
emphasised the necessity for increasing levels 
of  general education combined with an increas-
ing mix of  employment linked vocational train-
ing in ways that minimise the dominating sta-
tus/ethos of the former. In addition the White 
Paper (1994) recommended the creation of  new 
and bridging curricular/course and assess-
ment/certification arrangements between the 
two, normally divorced, education and train-
ing provider systems. The creation of  new and 
more effectively integrated pathways between 
the different education and training systems, 
and the creation of a more open and flexible 
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life long learning system is one of the main 
policy aims of the paper. Thirdly the necessity 
to anticipate and to adequately provide for new 
knowledge/skill needs was emphasised, as 
technological change accelerates and the ne-
cessity for constant upgrading of  the workforce 
requires substantial changes in both the state 
and EU policy and ET provider systems. 
Fourthly the necessity for state and EU policy 
making, and budget allocation, as well as pri-
vate sector employers, to more adequately rec-
ognise the necessity to treat human capital 
investment with the same priority as physical 
capital investment was emphasised. Finally 
the White Paper emphasised the necessity for 
states and the EU to prioritise interventions 
to radically reduce the level of  educational fail-
ure and the resultant high levels of  unemploy-
ment and social exclusion characteristic of 
most EU states. 
After the Essen summit the next step was the 
Amsterdam summit in June 1997. A new 
chapter on employment appeared in the New 
Treaty for Europe; unemployment becoming 
one of the main policy priorities for the EU. 
Following the Amsterdam Treaty, the first 
European Summit for Employment was held 
in Luxembourg in November 1997. At this 
occasion, 4 guidelines were adopted: 
a) Improving employability. This guideline 
follows  previous White Papers' ideas on 
training and active LM policies. 
b) Encouraging entrepreneurial activity: by 
simplifying regulations, improving access 
to funding, tax reductions etc., and by de-
veloping local initiatives. 
c)  Improving the adjustment capability of  em-
ployers and employees: by modernising 
work organisations through increased flex-
ibility, reduction of the number of hours 
worked; reducing over-time and increasing 
part time work; facilitating temporary 
withdrawal from the labour force and en-
couragement of retraining and life long 
learning etc. 
d)  Strengthening gender equality in the la-
bour force; and improving the linkages be-
tween family life and working activity. ~~~~~~~~~~~~~~~~~~~~~~~  Educationandlabour~arketchange 
The Targeted Socia-Economic Research Pro-
gramme (1994-1998) proposed by DGXII in-
vited proposals for research from the Euro-
pean research  co~munity  on three main areas 
of  economic and social research: in science and 
technology policy, ET and LM integration, and 
social integration and social exclusion. The 
increasingly severe economic and social prob-
lems facing European societies required a 
more co-ordinated and better funded and tar-
geted research and policy response than hith-
erto. Increasing global competitive pressures, 
the necessity for continuing productivity 
growth, the consequent need to expand and 
improve the effectiveness of  European ET sys-
tems and the necessity for ET systems and 
enterprises to adapt readily and effectively 
to rapid technological and economic change 
to ensure sustainable long ter~ growth, all 
indicate the necessity for co-ordinated, effec-
tive  co~parative research for  national and 
European policy ~aking. 
EU economic growth increasingly depends on 
scientific/technological development, educa-
tion/training systems which encapsulate this 
into human capital growth, and the devel-
op~ent  of a ~arket  and institutional frame-
work which effectively integrates both into 
~odern productive  econo~ies and welfare 
enhancing civil societies. To do this research 
needs to be of high scientific quality,  co~­
parative, have significant added value and 
help develop co~parative data bases and ef-
fective and comparative conceptual/theoreti-
cal  ~odels and methodologies (TSER pro-
gra~me). 
Besides the economic growth  i~perative  high 
levels of persistent unemploy~ent and as-
sociated  econo~ic and social exclusionary 
pressures in most EU countries also empha-
sise the necessity for high quality co~para­
tive economic and social research on national 
similarities and differences in the effective-
ness of economic and social policies in tack-
ling such exclusionary processes (TSER, 
1996). The threats to equality of  opportunity 
and to economic and social cohesion not only 
place European civil society under increas-
ing pressures, but directly breach so~e  of  the 
central values and goals of European inte-
gration. 
The main objective of the TSER (1994-1998) 
research  program~e  was to build up both the 
knowledge base and research infrastructure 
for high quality, policy relevant, co~parative 
European  socio-econo~ic research at both 
national and Com~unity level. In Area II, 
education and training, the objective is to help 
link advances in science and technology and 
rapid econo~ic/technological change to the 
effectiveness of the linkage/relationship be-
tween ET syste~s - in building up human 
capital stock - and labour market entry and 
in-firm insertion/training processes in attract-
ing and using high quality labour. Within this 
broad area of research the Progra~me had 
three main objectives - to strengthen the 
European research base and  i~prove  com~u­
nication and networking amongst European 
researchers, to develop and strengthen the 
knowledge base and to improve its quality and 
co~parability, and help apply it to the chal-
lenges facing European econo~ies and socie-
ties. 
There are three  ~ain  objectives ofTSER  Area 
II (Research in Education and Training): 
1) the nature and extent of skill change and 
of labour de~and  in the economy and the 
effectiveness and nature of  the responsive-
ness ofET systems to these changes; 
2)  The  develop~ent  ofET effectiveness/evalu-
ation models and methodologies - both in 
terms of  conventional schooling/training as 
well as in life long learning/instructional 
arrangements; 
3) Transitions fro~ school to work, and the 
nature and extent to which ET systems and 
their relationships to e~ployment  systems 
positively or negatively affect inclusionary 
or exclusionary processes. 
Even before EU and OECD prompting, most 
European states had instituted substantial 
changes in educational and training arrange-
~ents and in the level and length of partici-
pation in initial full-time education and train-
ing. So substantial expansion in educational 
participation at upper second level and third 
level had occurred in all EU countries, though 
significant national differences still exist in 
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the nature, pace and extent of change in all 
these respects. In many countries the rapid 
increase in the level of  education of  the youth 
labour force has outdistanced the changes in 
occupational demand as previously defined -
with significant 'educational upgrading' of 
many low and medium skilled occupations 
(Robinson 1997; and work of Ciretoq network); 
with most of the upward shift in the educa-
tionallevel of  the work force occurring within 
existing occupations rather than in the expan-
sion of  new or more technologically advanced 
ones. Besides the concern about under-quali-
fication, therefore, some concern has also been 
expressed about the extent of 'overquali-
fication' amongst the young work force, and 
under-utilisation by firms of this newly up-
skilled and better educated young labour 
(Krahn, 1997;Ashton and Green, 1996; 1997). 
The extent to which and the effectiveness with 
which employers use the substantial recent 
improvement in human capital in their re-
cruitment, training, work allocation and pro-
motion policies, and in their general human 
resource management and innovation proc-
esses, deserves equal attention in policy and 
research agendas as do ET policies and prac-
tices. 
To  conclude then, the TSER research pro-
gramme (Area II) has substantial comple-
mentarity with the policy priorities of  the vari-
ous EU White Papers on education/training 
and labour market integration policy. Despite 
the evident weakness of research/policy insti-
tutional linkages at EU level - compared to 
its national or OECD equivalents - at least 
the content of economic and social research 
promoted by TSER (DGXII) appears relatively 
closely linked to EU policy priorities. 
1.2 Demographic and economic context 
The demographic and economic context 
within which change is occurring is now de-
scribed according to the main usual sources 
such as Eurostat and OECD, as well as a 
number of TSER funded projects. 
The economic and socio-demographic contexts 
within which school-to-work transitions occur 
within Europe have changed significantly 
over time, and these changes also vary sig-
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nificantly from country to country. Four as-
pects of these appear most relevant: 
1) relative youth/adult demographic and un-
employment rates and characteristics; 
2)  significant increases over time in the me-
dian ages of  entry to the labour market, as 
young people stay longer in full-time edu-
cation and search longer for a permanent 
acceptable job, but also increasing variances 
in the age of  entering the labour market; 
3) wide national differences in unemployment 
rates by level of  education (Eurostat, 1996 
and 1997; Freysson, 1997; OECD, 1996 and 
1997). 
4) Finally there is a significant growth in the 
extent to which 'mixed statuses' (e.g. work 
and education) occur, particularly amongst 
those completing upper second level edu-
cation/training as well as those going on 
to third level education. 
Not only is the demographic and economic con-
text within which transitions are being nego-
tiated rapidly changing over time and highly 
variable across countries, but the shape and 
nature of  that transition itself  is also radically 
altering. It  is significantly lengthening, and the 
socio-cultural and institutional context within 
which that lengthening socialisation occurs is 
also rapidly changing. Transition is no longer 
easily conceptualised as a 'rite of passage', or 
relatively unproblematic status change from 
dependent youth to independent adult sta-
tuses. It is now one in which the 'youth stage' 
is continuously being extended, mostly outside 
familial control; and in which educational and 
work roles are increasingly intermixed and 
negotiated or constructed over a much longer 
time period in the more family-independent 
contexts of educational institutions, stronger 
peer groups and part-time work roles. This 
'youth/adult' stage of intensive socialisation, 
now less culturally reproduced than in previ-
ous generations, occurs in a much less predict-
able and controlled environment than previ-
ously. Besides these more general socialisation 
trends in transition, there are however very 
significant differences in the demographic and 
economic contexts within which such youth/ ~~~~~~~~~~~~~~~~~~~~~~~  Educationandlabour~arketchan~ 
adult transitions occur in  ~ost  European coun-
tries. 
There is very wide national variation in the 
proportion of  15-29 year olds in the total popu-
lation, as well as the relative size of youth 
inflows into the labour force across the Euro-
pean Union. This age group co~prises only 
22-23 percent of the population in Germany 
and Finland, but over 32 percent in Ireland 
(Freysson, 1996). So the relative size of the 
youth inflow into the labour force has differ-
ent economic and policy implications in dif-
ferent countries; particularly so if one also 
includes in the equation the extent to which 
the older outflow on retire~ent co~es fro~ 
econo~ic sectors - like agriculture - which 
are not being reproduced (as in Portugal, 
Spain, Greece and Ireland, for instance). 
Allied to the  de~ographic  variable is the rela-
tive difficulty of  access to the workforce faced 
by young people, or the relative ease of job 
loss, compared to older people. This also var-
ies substantially across the Com~  unity: with 
the relative youth/age unemployment risk for 
Ireland for instance being twice that of Ger-
many or Austria (Freysson, 1996). It is hy-
pothesised that the extended apprenticeship 
arrangements of  the former countries provide 
a  ~ore highly institutionalised, se~ented, 
'protected' and secure labour market access 
route for young job seekers (Muller and 
Shavit, 1998). 
Finally the rate of return - in employment 
terms- to increasing educational levels also 
varies substantially across countries for youth 
entry cohorts: from around a 4/1 unemploy-
~ent ratio between those with third level 
qualifications and those with less than upper· 
second level in Ireland, to 3/1 for Germany 
and Den~ark  and less than 2/1 for the Medi-
terranean countries (OECD, 1997; Freysson, 
1996; Eurostat, 1997). These differential em-
ployment returns to increasing levels of  edu-
cation are not highly correlated with national 
rates of  completion of  upper second level edu-
cation (i.e. with their relative scarcity) as one 
~ight  expect, with these rates being  maxi~­
ised in Germany, the Benelux, Scandinavian 
countries or France, and lowest in Portugal 
and inter~ediate in the UK or Spain. In the 
former countries, however, such qualification 
rates had already been very high by the mid 
1980s, while quite  dra~atic changes have 
occurred in the level of education of youth 
cohorts in Portugal, France, Ireland and the 
Mediterranean countries.  These  rapid 
changes  i~ply substantial young/old em-
ployee  replace~ent issues within firms and 
between old and young industries etc. in these 
latter countries, with the consequent i~pli­
cations for human resource development and 
management within fir~s. 
2. National institutional 
differences 
There are substantial differences amongst 
countries in how they responded to this un-
employment crisis and to secular economic 
change-not unexpectedly given the substan-
tial  econo~ic and institutional differences 
amongst European countries, not only in their 
ET syste~s but more importantly in the in-
terconnections or linkages between the lat-
ter and the main econo~ic agents. In addi-
tion not all EU and OECD countries have 
moved in the sa~e direction or at the sa~e 
speed toward to a high skill and high value 
added production syste~  (Ashton and Green, 
1997;  Steed~an, 1997;  Steed~an and 
Wagner, 1987, 1989). 
There are least three respects in which na-
tional differences in education/training sys-
tems in Europe make it unlikely that the same 
policy priorities can be  imple~ented in the 
same way in all countries: 
a) Their degree of  institutional differentiation 
-at  both lower and upper second level, with 
very clear 'tracking' fro~ ages 11/12 on-
wards in Germany and theN  etherlands for 
instance, and comprehensive systems at 
least up to age 15/16 in France, Britain and 
Ireland; 
b) The extent of  institutional linkage between 
the ET system and the employment sys-
te~. This may be highly linked/coupled as 
in the Ger~an  dual system - with a sub-
stantial degree of ET provision being 
jointly provided in the apprenticeship sys-
te~.  At the other extreme, the ET and LM 
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systems may be completely 'de-coupled'; 
with an institutionally separate educa-
tional system providing educational out-
puts or qualifications which are then 'mar-
keted' in a separate labour market. 
At one extreme the German dual system -
provides a model of  a highly differentiated 
ET system from the beginning of second 
level education, which at the same time 
provides the strongest connection/linkage 
between employers and education/training 
providers in the apprenticeship system. At 
the other extreme are the comprehensive 
and relatively undifferentiated ET systems 
of some of the Scandinavian countries, or 
more weakly (at upper second level educa-
tion) as in Britain, Ireland and France. 
Here there is a much weaker linkage with 
the labour market. 
c)  Finally, compared to the American/Cana-
dian ET systems most European systems 
are highly centralised and standardised (in 
curricular/pedagogical and examination/ 
certification terms). In these respects the 
significance of  examinations/qualifications, 
and of  examination grades, are likely to be 
far greater in European countries than in 
the unstandardised American second level 
system (Rosenbaum and Kariya, 1991; 
Kerchoff, 1990, 1995; Breen, Hannan and 
O'Leary, 1995). Some significant differ-
ences amongst European countries, how-
ever, exist in both the nature and degree 
of differentiation of examination/certifica-
tion, and in their significance in the labour 
market: the extent of differentiation in 
examination grades, for instance, being 
highly variable, as well as their use/signifi-
cance in selection for further education/ 
training and entry to the labour market 
(Breen, Hannan et al., 1995). Recent work 
also shows that such standardised and 
certified examination grades are important 
to employers even amongst lower level 
school leavers (Hannan et al., Leonardo, 
(VTLMT), Final Report, Dec. 1998; Smyth, 
1998; Becker and Rutjes, 1998). 
Given these wide institutional differences 
amongst EU countries in their ET systems 
and in the nature and degree ofinterconnec-
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tion between the ET systems and their LMs, 
we do not assume in this paper that one sys-
tem is necessarily more effective than another 
in terms of either generating high levels of 
human capital or of inserting it into the la-
bour market: i.e. that functionally equivalent 
mechanisms of  both generating and integrat-
ing human capital into the economy are likely 
to occur across the different EU countries. 
What seems to be crucial in building up and 
maintaining a high skills, high value added 
production system, is the construction of 
strong systemic relationships between the 
education/training provider system and the 
main economic actors (individual or corporate) 
-but that there are many different institu-
tionalised ways in which this can occur. This 
may be done by the highly regulated German 
dual system model, or by the semi-corporatist 
and formalised Dutch model of high 'occu-
pationalisation' of  the labour market depend-
ent on a  supply of specifically educated/ 
trained labour from the full time educational 
institutions; or the almost equally corporatist 
but more informal linkages of the Japanese 
models (see Hannan, Raffe,  Smyth, OECD, 
1996; OECD, Employment Outlook, 1997). 
And, given the success of  the American model 
-with an almost completely de-coupled ET 
system with minimal standardisation at pri-
mary and second level, obviously there is 
something they are doing right-though most 
analyses would suggest that this occurs 
mainly at third level.  Successful European 
type models appear to be characterised by a 
much higher level of  integration/co-ordination 
between the state, education/training provid-
ers and employers -particularly  for countries 
that are 'late starters' or those rapidly adjust-
ing to modern economic competitiveness. Sig-
nificant government planning, regulation, 
investment in and co-ordination of  education/ 
training, combined with corporate agree-
ments with employers, education/training 
providers and trade unties etc. appears to 
characterise many of the most successful Eu-
ropean economies, particularly as economies 
move into high value added production. 
(Ashton and Green, 1996). Recent research 
throws a lot of cold water on the older ortho-
dox neo-liberal economic theories of  economic 
development, showing no clear relationship 
between neo liberal or modern (European ~~~~~~~~~~~~~~~~~~~~~~-Educationand~bourmarkclchange 
type) corporatist models of state/economy re-
lationships and economic or employment 
growth. (OECD, Employment Outlook, 1997): 
that both are equally likely to be effective, 
though in substantively different national 
cultural, institutional and historical contexts. 
If we assume the continuing significance of 
national institutional differences in ET and 
LM systems, which most current studies sup-
port (Shavit and Muller, 1998)-though with 
some growing similarities as mass educa-
tional participation extends to third level and 
increasing global competition forces adapta-
tion-then the 'dual system' and Dutch edu-
cation/training (ideal type) models will re-
main quite different from those countries 
with more 'general education' type ET and 
LM models: where most specific occupation-
ally relevant training takes place within 
firms.  If this remains the case then the 
greater degree of  both 'level congruence' and 
'content congruence' (Almendinger, 1989) 
between ET outputs and labour market in-
tegration outcomes, will continue to remain 
much stronger in the former countries. 
(Shavit and Muller, 1998). However, it is 
important to get clearer conceptualisation 
and measurement of  these educational/work-
ing relationships. It is clear, for instance, 
that there are analogues or 'functional al-
ternatives' to the greater 'content congru-
ence' of 'dual system' countries existing in 
the more general educational/training sys-
tems; but these may not be measured by con-
ventional variables. For instance, it is clear 
that those students who do choose to take a 
greater concentration of  vocational/technical 
subjects at second level do appear to increase 
their probability of escaping low skilled and 
insecure employment, controlling for other 
educational achievement differences. (Muller 
and Shavit, 1998; Hannan et al., VTLMT, 
Leonardo final report, Dec. 1998). However, 
it is also appears clear that greater labour 
market competition occurs between school/ 
college leavers for the same occupational 
niches in the more general educational coun-
tries, particularly at the beginning of the 
occupational career and particularly for low 
skilled jobs (Borghans, Hughes and Smits, 
1998; Hannan, Raffe and Smyth,  1996; 
Hannan and McCabe, 1998). 
As  will become clear in the next section, if 
most secular change in the technical charac-
teristics of work-and therefore in its educa-
tional/training requirements- occurs within 
occupations, and by and large within firms 
rather than between firms, then it appears 
reasonable to conclude that the more closely 
linked the ET and employer systems are the 
more adaptable the overall system. However, 
the opposite conclusion has also been pro-
posed: that the more general educational sys-
tems- providing higher levels of initial gen-
eral education - give a better base to further 
in-firm training and retraining: though most 
existing cross-national data (OECD, Educa-
tion at a Glance,  1997,1998) generally indi-
cate higher levels of in-firm training in dual 
system countries. This is an area however, 
where good quality cross-nationally compa-
rable data are very poor, and research rather 
limited. 
3. Changes in labour market, 
skill demands and relationship 
to education/training outputs 
To what extent does economic and social re-
search lend support to the hypothesis of  rapid 
technological, economic and occupational 
change underlying the substantial increase 
in the skill education/training requirements 
of the European work-force? 
Research work carried out by LIRHE (Uni-
versity of Toulouse) and funded by Cedefop, 
and other work funded by Cedefop 3•4  shows 
clearly that the rapid growth in the supply of 
workers with higher educational levels across 
most EU countries has not been equalled by 
an equally rapid growth in those occupations 
which 'require'- or had previously required 
- such high levels of education/training 
(Beduwe and Espinasse, 1997; Monacorda 
3  Beduwe et al. 
4  This study was funded by Cedefop and directed 
by L. Mallet, Univ. of Toulouse. A brief summary 
is given in Beduwe and Espinasse, 1996. See also 
work by Ciretoq network also partly funded by 
Cedefop- e.g. Borghans et al., 1998. 
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and Robinson, 1996; Robinson, 1997). Consid-
ered over the decade from the early 1980s 
onwards, upward shifts in educational quali-
fications had been general throughout Eu-
rope, but most educational change over the 
period had in fact occurred within 'old' occu-
pations rather than in new occupations, or 
growth in occupations that had previously 
required a high level of education. So, if we 
measure technological change as reflected in 
equivalent change in occupations with higher 
technological/training requirements, most of 
the educational change had not been due to 
technological/occupational changes in de-
mand, but to changes in the relative supply 
of more highly educated labour. 
This research, therefore, gives no support to 
the demand driven 'technological change' hy-
pothesis: one that appears to underlie most 
of  the EU and national policy documents. The 
alternative, 'credentialist' hypothesis - of an 
over-supply of highly educated labour being 
absorbed in occupations for which they are 
not in reality required, on the other hand-
receives some support in these studies: pro-
vided one assumes that the task complexity, 
'difficulty' and degree of  responsibility of  work 
tasks within similarly named occupations 
remains the same over time- say a 10 to 20 
year period 5• 
Most educational/training growth, in fact, 
appears driven mainly by other considera-
tions, however: underlying, economic, politi-
cal, institutional and socio-cultural factors 
such as higher youth unemployment and 
rapid expansion in upper second and third 
level educational provision partly driven by 
5  The argument has also been made that since a 
significant proportion of 'future jobs' do  not yet 
exist-and that, even within current occupations, 
job tasks are becoming more complex and more 
subject to change over time, it is necessary to pro-
duce graduates surplus to current or historical 
requirements. In addition such an increasingly 
highly qualified young labour force will over time 
influence occupational change and so influence the 
future demand side. Given rapid technological/oc-
cupational change, therefore, one could argue that 
it would be prudent to anticipate this and produce 
at least a temporary 'over-supply' of highly quali-
fied school/college leavers. 
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the necessity of keeping young people out of 
the labour market for as long as possible; 
some undoubted upward shifts in skill de-
mands as well as high individual rates of 
return to increasing levels of education, and 
the obvious strong relationship between low 
levels of  education and high unemployment/ 
exclusion rates. In addition in many coun-
tries rapidly increasing levels of parental 
education also increase demand-the result 
of rapid expansion in second level education 
in the 1960s and 1970s in most OECD coun-
tries. So, at a minimum there is no evidence 
in these studies that skill shortages or skill 
deficits in general has significantly con-
strained higher/skilled occupational expan-
sion (though this may well be the case in par-
ticular occupational/industrial sectors); and 
that such skill shortages have been signifi-
cant in educational expansion. Indeed the 
opposite proposition is given significant sup-
port - that an increasing supply of highly 
educated labour has substantially out-
stripped conventional occupational demand 
(Ciretoq network research; Beduwe et al., 
1998; Robinson and Manacorda,  1997; 
Steedman et al., TSER research 'Newskills'; 
Safer et al., TSER research 'STT'). 
However, these studies do not show any de-
cline in the individual earnings rate of  return 
to more highly educated labour-as one might 
expect if  the increase in higher qualifications 
were diffused evenly throughout the occupa-
tional distribution. Indeed there is significant 
evidence that educational inequalities in 
earnings returns have in fact increased in 
some countries over time (Robinson, 1997). 
Analyses of occupational/industrial differ-
ences in rates of return in earnings indicate 
that in the modern expanding corporate 
managerial and professional-technical occu-
pations sectors, the rates of return to higher 
levels of education have in fact increased. In 
those intermediate (status) occupational 
niches, however, particularly in the services 
sector, where there has also been a substan-
tial upgrading in the level of  education/train-
ing of the workforce, there is some evidence 
of a  relative decline in earnings returns to 
higher level qualifications. Some evidence, 
therefore, exists that it may well be the in-
creasing supply of more highly educated la-~~~~~~~~~~~~~~~~~~~~~~~  Educationandlabour~arketchange 
hour that has facilitated such recruit~ent­
particularly in occupations in the services 
sector where not previously required - and 
where such a  recruit~ent choice would sig-
nificantly decrease training costs for e~ploy­
ers (Robinson, 1997; OECD, 1996, 1997 and 
1998). No evidence here, therefore, in wage 
rates at least, of increasing productivity and 
technological sophistication within these in-
ter~ediate  service occupations, but  ~ore  of  a 
rational response by e~ployers to an over-
supply of ~ore qualified labour where the 
relative price of such labour has decreased. 
Of  course, as will be discussed later, the ti~e 
that young 'over-qualified' people spend in 
such jobs ~ay  be restricted to a short period 
at the beginning of work life. 
In a  nu~ber of longitudinal/panel research 
studies on labour  ~arket  transitions of  school/ 
college leavers over a 3-5 year, a  ~ajority of 
the ~ore highly educated who initially took 
up lower status occupations, for which they 
were clearly 'over-qualified', subsequently 
beca~e upwardly ~obile out of the~; with 
the rate of 'overqualification' declining rap-
idly with  ti~e  in the work force. (See Hannan 
et al.,  1998).  Not only have  e~ployers up-
graded their recruit~ent 'require~ents' for 
inter~ediate and lower status occupations, 
but ~any  of  the~  - particularly in the 'sec-
ondary sector' - have transfor~ed these oc-
cupations into te~porary  and  part-ti~e  jobs, 
recruiting  ~ore  highly educated school/college 
leavers on a  te~porary basis and 'churning' 
these jobs over for succeeding cohorts of 
school/college leavers - as well as substitut-
ing older and ~ore highly educated wo~en 
workers returning to the labour force  on a 
part-ti~e basis (Green, Ashton et al., 1997; 
Hannan et al., 1998). In periods of  high youth 
une~ploy~ent, particularly in open econo-
~ies  - as in the English speaking countries, 
e~ployers  disproportionately pick young  e~­
ployees 'off the top' of  labour queues. So, with 
increasing co~petition for non-skilled jobs 
fro~  the ~ore  highly qualified, the less quali-
fied tend to be disproportionately excluded 
fro~ the work force in ti~es of high youth 
une~ploy~ent. This process however does 
not appear to occur to the  sa~e extent in 
Mediterranean countries-where une~ploy­
~ent  rates for recent graduates appear par-
ticularly high (OECD, EAG,  1996 to  1998; 
Schizzerotto and Cobalti, 1998). 
There is so~e  evidence for Britain and France 
that the 'closeness of  fit' between level of  edu-
cation and occupational status of  first job has 
declined over  ti~e.(Heath  and Cheung, 1998; 
Goux and Maurin, 1998). This however does 
not appear to be the case for Ger~any,  Muller, 
Stein~ann and Ell, 1998). In addition there 
is clear evidence that the correlation between 
educational level and occupational status var-
ies significantly across countries - particu-
larly for first jobs: apparently greater in the 
~ore educationally differentiated and ~ore 
'occupationalised' labour ~arkets (Shavit, 
Muller, 1998). 
Of course occupational categories, especially 
highly aggregated one, include a wide range 
ofwork and  fir~ situations. As a result  ~any 
workers who ~ay  appear (statistically) to be 
'over-educated' for their  jobs/occupations ~ay 
in fact be jobs that do  de~and  their level of 
education/training. However, ~ost  studies on 
the earnings of people in jobs in which there 
are 'over-qualified' indicate a ~uch  lower rate 
of  return to increased educational credentials 
than in '~atched' jobs. See review by Groot 
et al, 1998 in the STT, TSER project; Cohn 
and Khan, 1995; van der Velden and van 
s~oorenburg, 1997). 
These changes in  e~ployers'  recruit~ent  be-
haviour and in patterns of access to e~ploy­
~ent are proposed to have a  nu~ber  of sig-
nificant econo~ic and social effects: 
0  Increasing levels of'qualification inflation' 
and of  co~  petition for low status occupa-
tions fro~ the ~ore  highly qualified have 
increased the labour ~arket  exclusionary 
pressures on the least qualified; particu-
larly in the context of a decreasing supply 
of unskilled and se~iskilled ~anual and 
service occupations. (These effects however 
appear to be nationally and institutionally 
sensitive). 
0  Lowering of  rates of return to ~ore  highly 
qualified labour  ~arkets  entrants to inter-
~ediate/low status occupations in non 
goods-producing sectors. 
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0  Potential lowering of upward-career and 
inter-firm - mobility chances amongst 
older and less poorly educated workers as 
the rate of increase of educational/train-
ing qualifications of  the younger work-force 
disproportionately increases (Beduwe and 
Espinasse, 1997)6• 
Many studies of occupational/educational 
change and increasing 'overqualification' lev-
els assume, however, that the same occupa-
tional titles/categories retain their content/ 
meaning over time. However, a  number of 
sociological studies of perceived skill require-
ments for jobs, both within and across occupa-
tions/industries, indicate that these assump-
tions may be invalid. (Ashton, Green et al., 
1997). These studies have shown significant 
growth over time in required skill levels within 
occupations, both for occupational entry and 
to carry out work tasks: i.e. in skills/qualifica-
tions to get  jobs, skills/qualifications necessary 
to carry out the work, extent of  training needed 
to effectively carry out work tasks etc. (Gallie, 
1991; Ashton, Green et al., 1997). With minor 
exceptions this growth in skill requirements, 
qualifications and training - and a set of so-
cial and other cross-curricular skills such as 
problem solving, communication and interper-
sonal skills, etc. - appeared to occur in a wide 
range of  occupations, at least in Britain. Partly 
as a consequence of such change in skill re-
quirements within occupations there was no 
evidence of  increased levels of  experienced/per-
ceived 'overeducation' in jobs from the mid 
1980s to the late 1990s-despite the clear evi-
dence that most qualification growth in that 
period took place within occupations rather 
than in new occupational niches or in niches 
previously requiring higher levels of  education/ 
qualifications (Ashton, Green et al.,  1997). 
These increases in skill requirements were 
6  These and other recent studies of 'over-qualifi-
cations' and of  competition between school/college 
leavers of  different educational levels for the same 
occupational openings, repeat old themes from 
American research on the extent to which third 
level graduates take up 'high school' jobs. They also 
indicate however the necessity for fieldwork and 
research designs in studies of transitions to the 
labour market from third level education, for in-
stance, to be based on samples of graduates from 
both third level and lower educational levels. 
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experienced across most occupations/indus-
tries, with the exception of some industries in 
the non  -exposed sectors. 
Some of  the comparative European research 
on this issue shows substantial inter-coun-
try variations in the linkages between edu-
cational level (and type) and occupational 
level or status achieved. British and French 
studies, for instance, show a significant de-
cline over time in the correlation between 
level of education and the occupational 
standing or status of first job (Heath and 
Cheung, 1998; Goux and Maurin, 1998). Ger-
man studies on the other hand not only show 
a  substantially higher correlation between 
the occupational status of first and educa-
tional level achieved, but also show no evi-
dence of any decline in returns to third level 
education -though a clear decline in returns 
to the completion of upper second level 
(Abitur) appears to have occurred (Muller, 
Steinmann and Ell, 1998). The institutional 
structure of  education/work relationships in 
the German dual system countries not only 
appears to lead to much higher levels of cor-
relation between the level and type of edu-
cation achieved and the status and type of 
first job entered, it also appears not only to 
have led to much lower youth/adult unem-
ployment ratios than in other systems but 
also to much less change over time - or eco-
nomic cycles- in the returns to higher lev-
els of  education. (Konietzka and Solga, 1995; 
Muller et al. 1998; Shavit and Muller, 1998). 
A  significant number of TSER research 
projects directly address these issues of the 
relationship between growth in the level of 
skills and educational levels of the European 
workforce and concomitant occupational 
change7• 
7  The following is a list of the relevant TSER re-
search project contract numbers together with the 
name of  the main contractor, the title of  the project 
and the years covered: 1. CT 95-2006; Steedman, 
1997, LSE, London, 1996-1999, «Education and 
Training, New Job  Skills Needs and the Low 
Skilled». 2.  CT 97-2019, Hannan, ESRI, Dublin, 
1997-2000, <A Comparative Analysis of  Transitions 
From Education to Work in Europe». 3. CT 97-2023, 
Teichler, University Kassel, 1997-2000, «Higher 
Education and Graduate Employment in Europe». ~~~~~~~~~~~~~~~~~~~~~~- Educationandlabour~arketchange 
The partially co~pleted work of the network 
of European researchers - fro~ the UK, the 
Netherlands, Portugal, Sweden and France 
- working on the 'New Skills', TSER project 
(Steed~an, 1997) includes analyses of: 
a)  the nature and extent of  change in labour 
~arket  de~ands  in Europe, 
b)  the extent to which supply or provision of 
skills/co~petencies is changing to  ~eet 
that de~and. 
c)  Later work will explore the extent to which 
it is possible to specify a '~ini~u~  learn-
ing  platfor~' for EU countries. 
Using LFS and IALS, individual level coun-
try data on occupations and wages etc., a se-
ries of  6 different across-country  co~parative 
research projects are carried out around three 
the~es: 
1)  Changes in the de~and  for low skilled jobs 
(LFS), as well as other de~and  change in 
skill levels etc, particularly for new jobs/ 
hirings; 
2)  Changes in the supply of~ore  highly edu-
cated/trained labour, and particularly 
changes in post-co~pulsory educational 
participation; and 
3) Earnings inequalities. 
Three aspects of the findings are of particu-
lar i~portance: 
i)  There has been a significant decline in low 
skilled jobs over ti~e, though this is not 
apparent in new hirings (in the UK). 
ii)  New hirings/jobs tend to have declined in 
relative ter~s  over ti~e- though this ra-
tio is highly sensitive to the business cy-
cle - and to be of lower skill and job co~­
plexity levels. Since these 'new jobs' are 
disproportionately concentrated a~ongst 
young school/college Ieaver entrants to the 
labour  ~arket  there appears to have been 
a  relative decline in the quality of such 
entry  jobs over ti~e  - or at least  fro~  the 
early 1980s to the  ~id  1990s. New  job ten-
ures, for instance, appear to be fewer than 
the US, and appear to have decreased in 
relative ter~s since the ~id  1980s. 
iii) In relative  ter~s wage rates for new 
hirings a~ongst  younger workers have de-
clined; with 'wage drops' ~ore  severe. So 
greater inequality in earnings have 
opened up over ti~e; and in general a 
growth in poorer quality entry level jobs-
~ore  part-ti~e and ~ore  te~porary and 
a greater extent to which both of  these are 
involuntary (Steed~an, 1997). 
Given these changes in the nature of  de~and, 
particularly for young entrants to the labour 
~arket, how has the supply of different edu-
cationallevels been changing? Again the work 
of the 'New Skills' TSER project is revealing 
(Murray and Steed~an, 1997). The analyses 
of  the European Labour Force Surveys shows 
that all countries show substantial growth in 
educational participation rates at upper sec-
ond level and higher, but that there are sig-
nificant inter-country differences: the UK and 
Portugal have significantly lower upper sec-
ondary and higher education  co~pletion  rates 
in the 26-28 year old age group. In Ger~any, 
France and the Netherlands on the other 
hand both state policy and institutional pro-
vision has been geared to ~axi~ise at least 
upper second level education and training 
provision/participation. 
But even within these three countries very 
different policies and institutional arrange-
~ents  underlie these provisions. Apprentice-
ships and other occupationally specific voca-
tional education/training, shared instruction/ 
training provision between  e~ployers  and ET 
providers characterises the Ger~an  dual sys-
te~  countries. An al~ost  equally high degree 
of  institutionalised agree~ent  exists between 
both of  these partners on both the content and 
quality of ET provision for a  wide range of 
occupations in the Netherlands; though ~ost 
education/training is provided in the full-ti~e 
ET syste~. In both cases also a high degree 
of  educational differentiation occurs at a very 
early stage in schooling-where students are 
allocated to different curricular tracks. Such 
occupationally specific education or vocational 
training assu~es a high degree of conco~i­
tant 'occupationalisation' in the work place: 
of agree~ent  a~ongst  e~ployers within in-
dustries of  the division of  labour and the broad 
content of  different occupations etc.-as well, 
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of course, as the minimisation of 'free riders' 
in sharing training costs for the agreed set of 
occupations. In these training/employment 
contexts occupationally relevant 'qualifica-
tions', which are tradable across companies 
are the norm (Maurice, Sellier and Silvestre, 
1986). France and Britain on the other hand 
show little if any educational differentiation 
at lower second level, and significantly less 
occupationally specific vocational training at 
upper second level - within the full time sys-
tem. French policy and practice, however, is 
clearly geared to maximising upper second 
level, full-time education. Although with some 
vocationally relevant tracking at upper sec-
ond level most vocationally relevant voca-
tional training in France takes place within 
firms -with  qualifications less tradable across 
firm boundaries. Britain, on the other hand, 
has geared a substantial proportion of post-
compulsory educational and training policy 
toward both in-firm and other out-of-school 
provision for a substantial proportion of  each 
youth cohort: though a much smaller propor-
tion of this post-school and in-firm training 
appears to be tradable across company 
boundaries than in the German case. In all 
cases third level provision/participation has 
increased substantially over the past two dec-
ades. 
Germany, the Netherlands and France have, 
therefore, clearly changed policy and ET pro-
vision and practice to a high skilled/educated 
young workforce, while other countries - like 
the UK and Portugal - have not to the same 
extent, with projections for 2020 showing these 
national differences continuing (Steedman, 
1997; Steedman and  Wagner 1987, 1989). Why 
do such national differences persist? Are they 
determined by governmental policy in terms 
of  the provision/funding of places/institutions, 
or to what extent institutional or cultural-in 
choices made by families and pupils amongst 
the educational/  occupational opportunities 
available? Obviously state policy, extent of 
resource provision, the extent and nature of 
alternative opportunities, but also the way par-
ents and children react to or use the opportu-
nities available, all affect outcomes. Such fa-
milial/pupil choices may be quite constrained 
as to whether one can freely go on to a com-
prehensively provided full-time education/ 
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training system to the completion of  upper sec-
ond level education: whether highly differen-
tiated as in the Nether  lands, or more compre-
hensively so in some Scandinavian countries, 
France or to a lesser extent in Ireland. In all 
these cases state policy and full-time educa-
tional provision is geared to maximise full-time 
participation to the end of upper second level 
education. Highly institutionalised apprentice-
ship training-in shared education/employer 
provision arrangements - characterises 
around half of German, Austrian and Danish 
upper second level provision. Britain's policy, 
although constraining full-time upper second 
level participation and optimising in-firm 
training and part-time education/training pro-
vision, does not result in equal rates of  qualifi-
cation from its education/training system as 
does Germany. Besides national institutional 
differences in such policy/provisions there are 
also very substantial differences in post-school, 
part-time provision: with the UK in general 
showing very high levels of such provision 
(Hannan, Raffe and Smyth, 1996; OECD, 1996; 
Kerchoff, 1995). 
4. Conceptualising and 
measuring skills, 'skills gaps', 
changing skills requirements; 
and corresponding educational/ 
training qualification levels 
A large number of  recent research studies, in-
cluding ones financed by the TSER pro-
gramme, deal with the conceptualisation, 
measurement and certification of  knowledge/ 
skill levels and types; and the way in which 
these are inserted into the labour market. 
Conventional schooling/training qualification/ 
certification frameworks - mostly based on 
achievements in specific curricula/course as-
sessments, have expanded to cover more gen-
eral and more cross-curricular skills, less 
based on formal instructional/assessment 
processes. In addition the processes by which 
the skills/qualifications of those leaving full-
time education/training and entering the la-
bour market are matched up with subsequent 
jobs/occupations need to be studied in detail: 
from the purely 'open market matching' proc----------------------- Education and labour market change 
ess characteristic of most entrants to the la-
bour market in most of the English speaking 
countries, to the quite closely linked or 
'matched' education/training and job entry 
processes characteristic of the German dual 
system countries (CATEWE project proposal, 
TSER, 1997). In the former case job offers and 
employers (buyers) decisions amongst those 
looking/searching for jobs (sellers) is a rela-
tively autonomous decision making process 
in which the task complexity, responsibility 
and 'difficulty' of the job is matched with the 
'required' knowledge/skills and competencies 
of job seekers through a  generally unequal 
bargaining process - particularly in periods 
of  high unemployment. With the exception of 
a minority of apprenticeship positions and of 
professionalised occupations or those with 
high levels of technical skill, this 'at arms 
length' and open market model would gener-
ally hold for the majority of such initial 'job 
search' transactions in English speaking 
countries and to a  lesser extent in France. 
Here the education/training systems are 
largely institutionally de-coupled from the 
employment/production system. This is quite 
different to the German dual system, or the 
high degree of  institutionalised employer/pro-
vider agreements in the Netherlands which 
underlie the provision of  specific educational/ 
vocational training for a large proportion of 
occupational entry positions. 
The main starting point in sociology to this 
kind of research was the seminal work by 
Maurice, Sellier and Silvestre (1986) which, 
in comparing the French and German educa-
tion/training and labour market systems, dis-
tinguished the high 'qualification space' rel-
evance of  education/training qualifications in 
the German system- a high degree of occu-
pationally specific education/training linked 
with an equivalent 'occupationalisation' of  its 
labour market (an 'Occupational Labour Mar-
ket'); and the low degree of such cross-firm 
occupational specification of work in the 
French system, combined with a high degree 
of  in-firm training and a more substantial in-
firm career structure -'organisational space' 
within internal labour markets. 
A substantial amount of  research work within 
this tradition has been carried out on the ex-
tent and nature of'matching' between both the 
level and content of  education/training received 
in full-time education and the subsequent ex-
tent it was 'matched' to the job/occupation en-
tered. The sociological research refers both to 
the extent to which the 'level' of education and 
the levellstatusfdifficulty' of occupation en-
tered was correlated - the extent and nature 
of'level congruence' between education/train-
ing and jobs/occupations, as well as the extent 
and nature of'content congruence' between the 
content of education/training received and  jobs 
subsequently taken up (Almendinger, 1989 and 
1997; Schupp et al., 1994; Konietzka and Solga, 
1995; Muller and Shavit, 1998; Hannan et al., 
1998). The main cross-nationally applicable 
hypotheses guiding the research is the signifi-
cance of linked ET and LM  institutional ar-
rangements: i.e. in maximising both types of 
'matching' in the German 'dual system' coun-
tries and the Netherlands (Muller and Shavit, 
1998; Muller, Steinmann and Ell,1998); and 
the relative dominance of 'level of education' 
in job entry and occupational selection in the 
more 'open labour market' economies with 
minimal 'occupational labour markets' 
(Hannan, Raffe and Smyth, 1996; CATEWE 
TSER proposal, 1997, and 6 monthly report, 
June, 1998). The significance of  these national 
institutional distinctions is clearly evident, 
particularly in the German/British and Ger-
man/  American comparisons - with the corre-
lation between both level and type of educa-
tion and occupational status and type being 
much greater in the German case- particu-
larly for first jobs. (Muller, Steinmann and Ell, 
1998; Heath and Cheung, 1998). 
These national institutional differences in ET 
systems and their linkages to the labour mar-
ket obviously have other effects which have 
also been studied in some detail-though the 
quality of cross-national data sets to ad-
equately test the relevant hypotheses is 
rather limited. There are important policy 
areas where this research is very relevant: 
0  That both 'content' and 'level congruence' 
rates are greater in those countries with 
more differentiated/selective ET systems 
with elaborated and linked labour markets. 
(Almendinger, 11989 and 1997; Muller and 
Shavit, 1998). The matching ofET qualifi-
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cations with occupations is more efficient 
when institutionally mediated. 
0  That social class and gender inequalities 
in upper levels of  educational achievement 
and in the quality of  labour market oppor-
tunities are greater in more selective and 
differentiated systems. Early selection into 
different educational tracks, with their as-
sociated occupational outcomes, increases 
the overall degree of class and gender se-
lection into upper levels of educational 
achievement. (Blossfeld and Shavit, 1993). 
0  However, this does not necessarily hold for 
educational and employment/social exclu-
sion. Here the main hypothesis is that eco-
nomic and social exclusionary processes-
for those with lowest or no qualifications -
are more severe in national systems were 
the educational systems are more general/ 
comprehensive and labour markets are less 
occupationalised (Hannan et al.,  1995; 
CATEWE proposal, 1997, and 6 monthly 
June report, 1998). 
This is hypothesised to occur for two rea-
sons. Firstly in differentiated ET systems 
with strong vocational/technical options, 
early selection into such differentiated cur-
ricular tracks, although increasing the 
probability of working class children tak-
ing such options and consequently increas-
ing class inequality at upper levels of  edu-
cational achievement, does significantly 
increase the vocational qualifications and 
employment chances of  such working class 
youth. In addition such vocationally rel-
evant qualifications increase the chances 
of  access to skilled occupations and secure 
job opportunities - significantly decreas-
ing the probability of channelling into low 
skilled and insecure  job sectors. (Arum and 
Shavit, 1995; Blossfeld, 1994; Shavit and 
Muller, 1998). 
Within general ET systems on the other 
hand, with low occupationally specific vo-
cational training and minimal occupational 
labour markets, competition between job 
seekers with different levels of education 
for low skilled  jobs is maximised-particu-
larly at times of  high youth unemployment. 
In the former countries the pronounced in-
stitutionalised connections between ET 
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qualifications and occupational entry re-
quirements significantly reduces competi-
tion from the more highly qualified for such 
low skilled jobs. The correlation, for in-
stance, between level of education and oc-
cupational status of  first job is much higher 
in Germany than in Britain or France. 
(Muller et al.,  1998; Heath and Cheung, 
1998). Although overall class and gender 
inequalities in educational/occupational 
achievement tend to be greater in the Ger-
man system, the greater institutional 
strength ofET/Occupational equivalencies 
there tends to protect low skilled market 
entrants from competition from the more 
highly educated to  a  greater extent 
(Blossfeld, 1994; Arum and Shavit, 1995; 
Shavit and Muller, 1998). 
Besides the issue of 'matching' educational 
outputs with labour market inputs the explicit 
study of skills and skills needs has been the 
subject of a lot of research (Green, Ashton et 
al., 1997). Two of the recently TSER funded 
research projects deal explicitly with this is-
sue: 'COMPETE', Competence Evaluation and 
Training for Europe: Assessing 'Skills Gaps' 
led by the Tavistock Institute, London8;  and 
NATCCC-PS, New Assessment Tools for Cross-
Curricular Competencies, Federal Ministry 
for Education, Luxembourg, 19989• 
The former study is about the processes of 
skills acquisition, of skill growthlup-skilling 
and technological change by firms. The way in 
which firms/organisations facilitate or con-
strain technological change, and up-skilling of 
the work-force is to be explored in depth. With 
an ageing workforce, around 80 percent of  the 
work force in small firms, and most of  these at 
least 10 years out of full-time education, but 
with a high percentage of  firm technology now 
less than 10 years, old Europe faces a serious 
skills/training and competitiveness problem. 
'Skills' in this sense is taken to mean not only 
the explicit knowledge and manual/technical/ 
professional skills that can be taught through 
formal curricular/instructional programmes, 
8  Contract Number: ERB-SOE2-CT98-2038. 
9  Contract Number: ERB-SOE2-CT98-2042. ~~~~~~~~~~~~~~~~~~~~~~~  Educationandlabour~arketchan~ 
but also the often equally i~portant  i~plicit 
skills which are learned informally and that 
cross curricular/course and occupational 
boundaries. The returns to apprenticeship in 
Ger~any  for instance, even in occupations for 
which not matched, suggest high returns to 
such cross-curricular and non occupationally 
specific in-firm learning. The issues of how to 
measure, accredit and certify such skills re-
quire attention (European  Co~mission, 1995). 
A rough categorisation of such general skills 
is proposed in the 'COMPETE', TSER project: 
basic or foundation skills, as well as learning 
~odels/orientations  that  lead to effective learn-
ing/re-learning; basic vocationally specific 
skills- such as basic literacy and nu~eracy; 
the effective use of  ~odern  information tech-
nology skills etc.; proble~  solving skills; co~­
plex social-technical skills-of  how to work in 
the complex work environ~ent- or skills in 
the application or operationalisation ofknowl-
edge in the workplace; plus a set of  more gen-
eral/i~plicit skills: -like social interaction and 
interpersonal relationship skills, personal re-
source management skills etc. 
What are the likely effects of national/local 
ET institutional arrange~ents  or national/lo-
cal 'learning patrimonies' on both the effec-
tiveness of learning of these skills and their 
integration into work life? These national in-
structional/learning systems reflect long his-
torical processes which are sometimes very 
difficult to change. Besides the need for good 
comparative research and monitoring/evalu-
ation of the outputs of the different EU edu-
cational and training systems10 there is a clear 
need for further comparative research work 
10 The European Network for educational research 
on Assessment, Effectiveness and Innovation (EU-
AEI), in which all EU countries participate, has 
developed a framework on which all participants 
agree that the major areas in which monitoring of 
educational progress should be focussed.  Initial 
statistics for most European countries are avail-
able on the Network's Web site. The final report of 
the network identifies three areas for urgent at-
tention: a European instrument bank for educa-
tional indicators, development of measures of 
'added value' in educational achievement, devel-
opment and improvement of  valid and culture fair 
tests of student achievement. 
on more general 'core skills' and cross-curricu-
lar competencies- such as the TSER project 
carried out under the co-ordination of Reef 
(Luxembourg) (ERB-SOE2 - CT98-2042). 
Even in states with relatively de-coupled ET 
syste~s there tends to be strong reciprocal 
relationships between the educational/train-
ing syste~s and certain industries and fir~s 
-of  skills growth and science/technology part-
nerships -particularly in industries subject 
to more rapid technological change as in chemi-
cals, pharmaceuticals and  co~puters  etc.; less 
in the non competitive services where most 
small fir~s are located. However, there are 
clear national institutional differences in these 
respects, with  ~uch  stronger ET and LM link-
ages in the dual syste~  countries; particularly 
at the inter~ediate skills level. Obviously the 
way in which firms/industries divide up work 
into jobs/occupations, and how they define, 
assess, develop and use the 'skills' of their 
workforces will vary enormously. So~e  of  vari-
ation is national-in the sense that the degree 
of  cross-fir~ 'occupationalisation' of work will 
be greater in countries like  Ger~any or the 
Nether  lands - where there is also a high de-
gree of occupational vocationalisation of edu-
cation and training (Shavit and Muller, 1998). 
The British vs. German, and Irish vs. Dutch 
and Danish studies on ~anufacturing  indus-
try and  fir~ specific skills (Birnie and 
Hitchens, 1994; Steed~an  and Wagner, 1987 
and 1989; Daly, Hitchens and Wagner, 1984) 
clearly indicate a  much higher degree of 
~anual skill precision and of supervisory/ 
management skills in 'dual syste~'  countries 
where both prior education/training and in-
fir~ training is both ~ore  focused and ~ore 
prolonged. However these studies cover ali~­
ited range of  industries and  fir~s. It appears 
that technological change can be built into 
training and retraining more easily and more 
formally in the dual syste~  countries. On the 
other hand the dependence on higher levels 
of  ~ore  general education in France, Ireland 
and to a lesser extent in Britain may mean a 
more flexible and more effective re-learning 
syste~  in these firms- though the compara-
tive data on in-firm training show much lower 
levels in both Ireland and Britain (OECD, 
EAG, 1995 to 1998; O'Connell, OECD, 1997). 
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5. Education to work 
transitions 
5.1 Conceptual and methodological 
approaches 
Transition may be best considered at the in-
dividual, school leaver level as a  configura-
tion or sequence-without any implication of 
necessary order-of  status changes over time 
through which young people move from par-
ticipation in initial full-time education to a 
subsequent point at which they have achieved 
a stable status/position in the labour market 
- or have withdrawn permanently from par-
ticipating in it. These status changes are not 
necessarily progressive or irreversible. One 
can, for instance, leave school at an early age, 
enter the labour market, become unemployed 
and again re-enter full-time education 5 to 10 
years later. 
The concept has its origins in the anthropo-
logical literature on 'status passages', or rites 
of  passage, with previously dependent young 
people incorporated as independent adults 
into the tribe/community, usually through a 
highly ritualised ceremony. The older ideas 
presumed that both 'childhood' and 'adult-
hood' were unproblematic statuses which, in 
the more modern/industrialised cultures of 
the time, had a short intervening 'adolescent' 
period of revolt/growth before young people 
were successfully incorporated into adult so-
ciety. The problem is that all these relatively 
stable 'stages' of being human obviously no 
longer exist in most industrialised cultures. 
Economies, cultures/ideologies keeps chang-
ing, what it is to be 'adult' keeps changing. 
School to work transitions, access to stable 
employment, sexual activity, courtship, living 
together arrangements, marriage and new 
household formation are no longer ordered/ 
structured in the same way - or in the same 
order. (See Buck et al., 1994). The relation-
ship of sexual activity and procreation to sta-
ble and institutionalised marriage relation-
ships, for instance, is no longer structured in 
the same way; or the meanings, feelings and 
norms associated with these status changes 
are no longer socially constructed in such a 
consensual way as appeared to have been tra-
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ditionally the case. Educational, cultural/nor-
mative and economic change-and even more 
substantial change in the relationship be-
tween the sexes -have so dramatically shifted 
the 'rules of the game', or the underlying prin-
ciples of  order, that these transition sequences 
have both become more individualised, and 
more variable than previously. 
If one starts off from a  position of a young 
person still in full-time education and we 
study only school-to-work transitions, at any 
one time subsequent to school/college leaving 
a person may be in any one of 5 broad sta-
tuses: initial job search, employed or unem-
ployed, in full-time education, or left the la-
bour force and not in full-time education. If 
we continue the sequence until the person has 
achieved a full-time 'permanent' job, or ap-
pears to have achieved another stable status 
(such as unemployment or withdrawal from 
the labour force), there can obviously be quite 
a wide range of status sequences- each sta-
tus of varying length and order. 
Figure 1 below briefly illustrates the possi-
bilities with 3 years observation after full time 
education. 
Statistical methods to analyse such transition 
sequences have become very sophisticated-
from the older adaptations of  factor and clus-
ter analyses methods (to initially cluster/ag-
gregate the total set of sequences into a 
smaller manageable group of categories), to 
'event history models', to the newer optimal 
matching analyses models (Halpin and Chan, 
1998). 
At an individual level such variation in status 
sequences tends to be highly structured by 
level and type of education and training, with 
the more highly educated generally having 
shorter and more direct transitions to secure 
and status congruent employment (OECD, 
Employment Outlook, 1997, 1998). Exceptions 
being in Spain and other Mediterranean coun-
tries - though with long term high returns to 
the successful completion of  university educa-
tion (Sofer et al., TSER, TSS project11; Breen 
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Figure 1 
(i) Education -job search .... stable employment  ................................  (end of  period) 
(ii)  Education-job search  ... part ti~e  job  ........  une~ployed  ... training sche~e 
.....  e~ployed  ......  une~ployed  .........  (end of period) 
(iii)  Education -job search  ...  une~ployed  ..... e~ployed  ......  une~ployed  ......  back to educa-
tion ..................  (end of period). 
(iv)  Education -job search, including part time jobs  ...... unemployed  ........... withdrawal 
from the labour force ..................  (end of  period) 
(. ..... = no. of  ~onths  in status; See Iede~a  et al., 1997). 
et al., 1998; Minguez, 1998). Access to e~ploy­
~ent after a  (generally) short period of job 
search is the usual situation for the ~ajority 
of  school/College leavers - particularly for the 
better educated (though mainly in Northern 
European countries), and particularly in peri-
ods of low  une~ployment. Unstable employ-
~ent  interspersed with periods of  une~ploy­
~ent and periods on government funded 
training/e~ployment  schemes is a normal situ-
ation for the unqualified. Return to education 
is least characteristic of the initially poorly 
qualified. Withdrawal fro~  the labour force is 
most characteristic of  poorly qualified females 
with poor labour market histories. 
Accompanying, and highly interrelated with, 
these basically econo~ic status changes are 
changes in other i~portant statuses: ~ove­
~ent  out of  ho~e  and ~igration, new house-
hold formation - including housing rental/ 
ownership status as well as in household prop-
erty and consumption patterns, changes in 
sexual behaviour and relationships and in the 
establish~ent of stable unions or ~arriages 
and subsequent procreation behaviour, etc. 
Only a  minority of studies have researched 
these patterns of change in detail (See Brit-
ish ESRC studies, Bucket al1994; Iede~a  et 
al., 1997). There are significant national dif-
ferences in these transition sequences-with 
such household formation changes sensitive 
to third level educational policy (in ter~s of 
expansion and so encouraging young people 
to leave home at an early age, for instance), 
but also to state fa~ily support policy-with 
young wo~en  for instance less likely to leave 
the labour force for fa~ily  formation reasons 
in countries where fa~ily and child support 
policies help wo~en  to co~bine  work and fam-
ily and child-rearing roles  (Iede~a et al., 
1997; Trappe, 1995; Trappe and Rosenfeld, 
1998). 
Theoretical developments have not kept pace 
in either econo~ics or sociology with such 
methodological advances - at least not in the 
empirical literature. Underlying  ~ost  of  eco-
no~ic analyses in the area have been 'Hu-
~an  Capital' theories (Becker, 1973), which 
in the case of transitions essentially applies 
utilitarian neo-classical theory to explaining 
the ~otivations of learners - as to what and 
how ~uch  education/training they purchase, 
and the way in which the supply/demand re-
lationship in the ~arket  between  job-seekers 
and e~ployers works out. Such theories are 
at two levels, the first being individual based 
and the second one at a ~ore  ~aero-economic 
level. They are not necessarily opposing-with 
the general lack of job vacancies (labour de-
mand side factors), for instance, usually put 
forward well before individual skills and com-
petencies (supply side factors) are put forward 
as causes of low job growth and high youth 
unemploy~ent. 
Sociological theories tend to be at a lower level 
of abstraction, quite applied to the research 
task at hand, with little even middle range 
111 Damian F. Hannan, Patrick Werquin 
theorising- except at a higher (and usually 
non-operationalisable) level of abstraction. 
Many of  the hypotheses flowing from the older 
functionalist modernisation theories have 
been rejected by the evidence, while many of 
the newer 'partial theories'- such as the 'in-
creasing individualisation' hypotheses are not 
unambiguously supported by the evidence. 
(Furlong et al., 1997, 1998; Shavit and Muller, 
1998; !edema et al., 1997). 
In its attempt to be universally generalisable 
human capital theories essentially ignore 
national differences in education/training in-
stitutions and in labour market institutional 
arrangements. The sociological literature has 
almost the opposite set of  fault lines, tending 
even at its most sophisticated to be too focused 
on understanding and explaining national 
institutional differences, without successfully 
tackling the essential cross-country similari-
ties in social patterns of education/training 
and labour market integration and in subse-
quent career mobility patterns (See Erikson 
and Goldthorpe,  1992; Shavit and Muller 
(eds.), 1998). 
The set of theories relying on individual ap-
proaches start from a strong differentiation 
between individual job seekers. This indi-
vidual level heterogeneity is usually advanced 
as the main cause of varying levels of access 
to work in a full-employment economy, or to 
high levels of unemployment when economic 
crises occur. In the latter case, employers are 
facing an abundance of  job seekers and they 
may hire whomever they wish according to 
observed/perceived productivity characteris-
tics - using their standards/norms of jobs/ 
qualifications matches. One may note three 
main consequences of  this individual oriented 
point of view: 
a) Because none of the solutions used in the 
various European labour market interven-
tions have proved to be really effective in 
tackling unemployment, public policy has 
more often than not focused on the defini-
tion of  high 'at risk' target groups. Applied 
economists and sociologists have thus 
shown great ingenuity and ability in de-
veloping tools to both identify and help test 
the effectiveness of interventions with 
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these 'at risk' groups; using highly sophis-
ticated statistical or econometric tools. 
Equally the improvement of research de-
signs and data collection, with the greater 
availability of longitudinal data particu-
larly, has characterised research activities. 
b) The bias towards individual level research 
is somewhat misleading, however, in terms 
of overall public policy: giving the impres-
sion that, since research is mainly targeted 
at the individual level, the main cause of 
unemployment are individual characteris-
tics - and that public interventions should, 
therefore, be individually oriented. Initial 
education, training, improved circulation 
of information on availability of jobs, im-
proved job experience and job search skills 
etc., are all very relevant, of course, but 
the overall lack of  jobs is given by macro-
economic conditions, and developing/ 
changing individuals abilities merely shift 
the burden of  unemployment around. Even 
if all young people were provided with ad-
equate training and up-to-date skills, this 
would take quite some time to shift over-
all labour demand from the current situa-
tion to a full-employment one: even if  such 
positive macro level employment effects 
were to occur. 
c)  The main rational economic reason for 
state intervention in giving young people 
access to such effective training or work 
experience-besides the equity arguments 
and the minimisation of the negative so-
cial effects of long term unemployment -
is that, when economic growth resumes, 
countries may well need all the labour force 
available, given the downward youth la-
bour supply curves in most EU countries. 
In other words, any response to unemploy-
ment based on correcting for an individual 
levels of  heterogeneity of skill!  competency 
-particularly for those with very low com-
petency - although only initially leading 
to a  re-shuffle of employment/unemploy-
ment, the policy does allow such otherwise 
excluded young people to learn more, to be 
more educated/trained and qualified and 
to have more work experience. As a conse-
quence it does allow such young people not 
only to increase employment chances for ~~~~~~~~~~~~~~~~~~~~~~-Educationand~bourmarkcichange 
them - though at a  minimum this may 
merely shuffle the available jobs around -
and reduce unemployment but also in-
creases their employment chances when 
economic growth resumes. 
Thinking in terms of  individual difference, one 
may note that there is no uncontested evi-
dence of  a segmented youth/adult labour mar-
ket. While there is evidence of a  dispropor-
tionate concentration of  young workers in low 
skilled service employment in most though 
not all EU countries (OECD, Employment 
Outlook, 1997,1998), it is also obvious that 
most of them appear to be upwardly mobile 
out of such employment in subsequent years 
- though a significant proportion of such low 
skilled service jobs appear to be continuously 
'churned' amongst succeeding cohorts of 
young people: with the consequent employ-
ment exclusionary effects on the least quali-
fied as they continue to fight for non-skilled 
jobs with succeeding cohorts of job entrants 
with higher levels of education (Hannan, 
Raffe et al., 1998). 
Two related, recent theoretical orientations in 
sociology (Breen and Goldthorpe,  1997; 
Goldthorpe, 1998) have suggested some use-
ful guiding theoretical orientations. Both dis-
tinguish between structure and agency. Struc-
tural variables index both the pre-established 
or ascribed order of distribution of resources/ 
constraints of social background, schools at-
tended and associated rule governed behav-
iours-or constraints on behaviour-that gov-
ern educational provision and its relationship 
to further education/training and labour mar-
ket entry. In addition labour market opportu-
nity structures tend to be structurally givens, 
particularly for young people who do not mi-
grate. There are substantial international dif-
ferences in both he nature and structure of 
educational-training systems and their rela-
tionships to local, regional and national em-
ployment systems. The Anglo-German com-
parisons are particularly revealing in these 
respects (see Bynner and Roberts (eds.),1991; 
Shavit and Miiller,1998; CATEWE, TSER, 
project proposal and June 1998 report). 
'Agency' refers to individual choices within the 
constraints (resources, opportunities) estab-
lished. It is only within the constraints of lo-
cal/regional educational, training provision 
and opportunity structures can individual 
behavioural strategies or individual/group 
'strategic action' take place. The degrees of 
freedom which bound individual's or family's 
knowledgeable, planned, motivated action to 
achieve pre-planned goals- those 'transfor-
mation actions' which change otherwise ap-
parently pre-determined outcomes - are se-
verely constrained (Bynner and Roberts, 
op.cit.). The authors study of the extent to 
which such personal motivations/expecta-
tions, and planned actions to achieve these 
objectives revealed that they were only of an 
great significance for those going on to U ni-
versity and entering professional or higher 
technical/managerial positions. The relative 
significance of  such 'transformation acts' was 
minimised for  those entering most clerical, 
skilled manual and most lower skilled manual 
and service jobs. This study, however, refers 
only to Britain where, at that time, the pro-
portions going on to complete upper second 
level education and going on to third level 
were rather low compared, for instance, to the 
much longer periods of  extra-familial and ex-
tra communal (of origin) socialisation char-
acteristic of the USA and of many other Eu-
rope  an countries. Here the degrees of  freedom 
in access to other non-familial resources and 
other supports for non-traditional choices may 
be much more elaborated. 
Using rational action theory, Breen and 
Goldthorpe (1997) and Goldthorpe (1998) sug-
gest that individuals exercise of rational 
choice, utility maximising, behaviour can only 
occur within the constraints of the resource 
levels they possess, the alternative opportu-
nities open to them at particular choice points 
- which again might be tightly institution-
ally constrained, and the costs of  these differ-
ent alternative courses of action. Ascribed 
class background factors determine the re-
sources available. Macro level, institutional 
factors, for instance, may also tightly con-
strain or ration choices amongst alternative 
pathways within a highly differentiated edu-
cation/training system even by age 11 or 12. 
The relative costs of these pathways and-
and ability/resources to take them up -may 
again be tightly constrained by class differ-
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ences amongst families.  The Shavit and 
Blossfled (eds.,1993) studies clearly indicate 
substantial inter-country differences in class 
inequalities in educational achievement 
which appear to be highly correlated to these 
highly institutionalised national differences 
in ET systems. 
At a  macro, overall systems, level the rela-
tionship between education/training systems 
and labour markets is perhaps best thought 
of as a medium to long term secular andre-
ciprocal one - in terms either of the supply/ 
demand relationships, but also of the chang-
ing effect on firms behaviour and productiv-
ity of an increasingly more highly educated 
labour supply; as well as the consequent ef-
fects of such gradually cumulating level of 
human capital on firm productivity, behav-
iour and subsequent labour demand. The way 
in which employers/firms react to this increas-
ingly more highly educated/trained labour 
force- and the apparent differences between 
different sectors and firms in this respect 
(Green, Ashton et al, 1997) - is a crucial as-
pect of  economic and social research in terms 
of the productivity and competitiveness 
growth of European firms and industries. 
5.2 State strategy 
Relevant state strategy appears to vary 
widely-from countries where worries of'  over-
supply' and attention to issues of more bal-
ance in supply and demand for differently 
educated labour-or the issue of'adequatisme' 
in the French case ('adequatisme' refers to the 
idea that the ET system produces as many 
graduates as necessary for each level of  quali-
fication12).  This indicates an underlying as-
sumption of a relatively stable equilibrated 
state of supply/demand - where a  system 
might well be producing too many more highly 
educated young school/college leavers in one 
area and too little in others. In other words, 
the number of graduates is given by the LM 
and the adequate provision is made by the 
12 Lower level leavers would become unskilled 
workers, intermediate vocational training leavers 
skilled workers, higher vocationalleavers techni-
cians and so on. 
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ET system. This had been a strong assump-
tion for over a decade in the '70s in may other 
countries. Research tends to show, however, 
that this view of 'adequatisme' ignores the 
way/extent to which enterprises train their 
own recruits: many of  them hiring young peo-
ple of  good general educational levels and then 
giving them specific training, and continuing 
to re-train them over their life cycle in the 
firm. As a consequence, executive or respon-
sibility positions are mostly filled through an 
internal process of acquiring skills and com-
petencies and consequent promotions. Within 
such an 'internal labour market' perspective, 
'adequatisme' appears too  strong a  term to 
describe the nature of  demand and supply on 
the LM. Such views also ignore the extent to 
which firms/industries adapt to technological 
change and to a  rapidly increasing level of 
education of  their younger workers. Given the 
pace of technological and economic change, 
therefore, it makes more sense for states to 
plan (or to assume as necessary) for a  cur-
rent 'oversupply' of  more educated school/Col-
lege leavers- as judged by historical stand-
ards. 
However, in at least one respect 'adequatisme' 
still makes a fair amount of sense: in train-
ing fields that are highly technical, where 
demand is relatively stable and where such 
training is very expensive - as in some highly 
professionalised areas where increased sup-
ply,  for instance, merely increases overall 
costs without any evidence of increased com-
petition leading to lower costs and where 
there is no apparent overall social benefit. In 
these areas it is obviously necessary to closely 
monitor, and control the demand/supply bal-
ances. 
In other respects, however, many countries 
appear to have taken a strategic decision to 
constantly increase the supply of  more highly 
educated youth - irrespective of current de-
mand/supply imbalances. This most often 
appears to be done on the assumption that 
supply will, over time, change demand; and 
increasing education and potential productiv-
ity of new workers will, over time, signifi-
cantly improve labour productivity-irrespec-
tive of immediate issues of 'overeducation'. 
However, there is a very clear shortage of  com------------------------ Education and labour market change 
parative research work in this area-particu-
larly in the context of  the substantial institu-
tional differences between national systems 
within the EU. The crucial role that firms play 
in converting that rapidly increasing human 
capital into increased productivity and in-
creased levels of  innovation and market com-
petitiveness, as well as the way this interacts 
with national institutional variation needs to 
be studied in detail. 
A number ofTSER research projects deal di-
rectly with these issues, particularly 
i)  Schooling, Training and Transitions (STT), 
co-ordinated by C.  Safer, Univ of Orleans 
(contract number ERB-SOE2-CT95-2012); 
ii) the CATEWE13 research project; as well as 
some aspects of the NEWSKILLS, project 
(contract no. ERB-SOE-CT95-2006). 
A summary of the results to the intermediate 
stage of the 3 year STT project on compara-
tive economic research on European school-
ing and transition systems focused on three 
issues: 
a) A meta-analyses of studies on 'overeduca-
tion'. This showed that the extent of 
overeducation in Europe was no higher 
than in the United States, and that its 
prevalence appear to have stabilised if  not 
declined over time: a finding which appears 
to contradict other research reported here. 
It also noted that the rate of return to 
higher levels of  education also appeared to 
have increased over time (Groot et al., 
1998). 
b) A second hypothesis explored was that 
higher educational investments (mostly 
state) would be positively associated with 
higher educational achievement levels and 
higher returns to education. Analyses of 
British data did not support either hypoth-
esis - a not surprising results to sociolo-
13 Comparative Analyses of Transition of Educa-
tion to Work in Europe, (CATEWE), co-ordinated 
by ESRI, Dublin and directly involving 7 EU coun-
tries. 
gists, where such resource allocations, per 
se, have been shown by research since the 
1960s not be associated with improved edu-
cational outcomes. The nature and effec-
tiveness of the use of such resources ap-
pears to be the crucial variables, not the 
amount per se (see Mortimore et al., 1998). 
c)  The third controversial hypothesis-to in-
stitutional economists or sociologists -is 
that national institutional differences in 
ET systems and ET and LM relationships 
are irrelevant to educational outcomes, 
once resources are held constant; and that 
market forces not institutions determine 
educational outputs. 
Another set ofSTT papers deals with school-
to-work transitions. They are considered ei-
ther as a discrete and sequential process of 
movement from one full-time status stage to 
another, or as a possible jointly occurring set 
of changes in statuses as persons move from 
full time education- with part-time work-
to a joint work/employment-training status 
(in apprenticeship for instance) to, perhaps, 
finally into a full time job and part time edu-
cation. One of the main questions explored is 
whether there is any additional advantages 
to such 'mixed statuses', such as part-time 
work while in full-time education or in more 
formalised apprenticeship type arrange-
ments? The results of three studies are re-
ported for France and the Netherlands. Re-
sults appear to indicate that for France those 
with pre-BAC educational qualifications, ap-
prenticeship improves employment chances 
and job security over those with school level 
vocational education only-even though there 
is some negative selection amongst appren-
tices (Bonnal et al.  1999; Sollogoub and 
Ullrich, 1999). Apprentices appear, however, 
to have a higher probability of exiting from 
initial unemployment. 
Youth unemployment rates in Spain are the 
highest in Europe and twice as high as adult 
in Spain, as they are also in France and, up to 
recently, in Ireland. However on initial entry 
to the labour market there appear to be com-
paratively low returns (in terms of  employment 
chances particularly) to higher educational 
qualifications in Spain (OECD, EAG, 1996 to 
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1998). In the long term, however there are sub-
stantial labour market returns in (both em-
ployment and occupational status and wages) 
to higher levels of education in Spain -but 
the period of transition for third level gradu-
ates seems extraordinarily long by other Eu-
ropean standards, with the exception of Italy: 
almost one year to enter the labour market to 
first job and almost three years to first perma-
nent job (Minguez, 1998; Jurado-Guerrero, 
1997, see also Schizzerotto and Cobalti, 1998). 
The role of family/kinship status systems in 
maintaining and supporting children in 'hold-
ing out' for a  higher status and more 'level 
matched' jobs appears to be much stronger in 
both Spain and Italy than in most other Euro-
pean countries (Schizzerotto et al., op.cit.). 
In some respects the Italian labour market 
entry system behaves in a similar way to the 
German one - although for quite different 
institutional, and underlying cultural rea-
sons. Access to many non-manual occupations 
depends on educational qualifications and is 
regulated by law. Contractual arrangements 
and labour legislation make for a high degree 
of labour market regulation and make it un-
rewarding to hire third level graduates for 
temporary and poorly paid work. And both 
sets of influences, combined with a high de-
gree of status maintenance pressures at a 
family and local informal level, make for high 
levels of  correspondence between educational 
status and occupational status achieved due 
both to expectational and informal pressures 
to maintain status levels as well for formal 
lab our market regulation reasons. Combined 
with apparently stronger family/kinship sup-
port levels-in the much higher rates of  stay-
ing at home amongst 20 to 30 year old Ital-
ians, for instance - these institutional and 
status maintenance processes lead to much 
longer periods of  initial job search and initial 
unemployment rates amongst third level 
graduates in Italy- as well as in Spain than 
in other European countries (Schizzerotto and 
Cobalti, 1998). Over time however the occu-
pational and earning returns to University 
education in both countries appear particu-
larly high. 
The main objectives of the CATEWE, TSER 
project (1998-2000) are to study the mediat-
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ing effects of national institutional differences 
on school to work transitions in northern and 
western EU countries - France, Germany, 
Ireland, the Netherlands, Scotland and Swe-
den. Using both 'stock' (Labour Force Survey) 
and 'flow' (schoolleavers' surveys and follow 
up surveys) data sources the study's objectives 
are to analyse the mediating effects of na-
tional institutional factors on: 
a) the extent and nature of 'matching' be-
tween educationaVtraining qualifications 
(qualification type and level) and subse-
quent occupationaVindustriallocations; 
b) the extent to which educational/employ-
ment exclusionary processes vary by insti-
tutional arrangements- particularly the 
way in which they are class and gender 
structured; and 
c)  the way in which social origin (class and 
gender) are mediated by institutional ar-
rangements. The project is yet only at a 
data construction phase and initial results 
will not be available until mid 1999. 
What appears clear from this short overview 
of research in this area is that it is mainly 
concentrated at the individual level of analy-
ses and mostly focuses on the 'supply side': of 
individuals exiting educationaVtraining sys-
tems and entering the labour market. There 
are very few studies of  the 'demand side': the 
recruitment and promotion practices of  firms, 
changes in their organisational arrange-
ments, their utilisation of the constantly in-
creasing level of human capital amongst 
young entrants to the labour market etc. Un-
der what conditions (of industry and firm) 
does it lead to increasing labour productivity, 
to increased - or decreased - in-firm training 
and increased adaptability, flexibility and 
growing productivity of the work force? 
6. Evaluation and effectiveness 
research 
There is a  long tradition of schooVorganisa-
tional effectiveness/evaluation research within 
sociology and social-psychology-at least back 
to the 1950s, perhaps at the earliest best typi-~~~~~~~~~~~~~~~~~~~~~~-Educationandl~ourmarkcichange 
fied by Coleman's (1966) famous study of the 
effects of schools on educational inequality in 
the United States. He effectively concluded 
that schools and the level of resources at 
teacher/school level had no mediating effect on 
educational achievement or reduction of edu-
cational inequalities - whether race, gender 
or social class. Later work, however, which fo-
cused specifically on school and teacher/in-
structional organisational processes, and the 
way in which and the effectiveness with which 
resources were used by schools, did find clear 
though modest school effectiveness outcomes 
on educational achievement as well as medi-
ating social origin effects. 
This tradition of research is well typified by 
the work of the European Network for Edu-
cational Research on Assessments, Effective-
ness and Innovation (EU-AEI), funded by the 
TSER programme (contract ERB-SOE2-
CT85-2001: 1996-1998). The EU-AEI network 
also focuses  on European educational and 
school organisational monitoring, supporting 
cross-national comparative research on these 
issues and providing comparative data bases 
for their comparative analyses-both in terms 
of constructing 'bottom up' comparative sur-
veys-from individual country studies, as well 
as encouraging 'top down' international em-
pirical studies on in-school instructional/ 
learning processes. 
The Brandsma et al. project (TSER project, 
SOE2-CT95-2003, 1996-1998) is an analysis 
of the factors influencing the effectiveness of 
vocational training interventions for the long 
term unemployed in seven EU countries. A 
very sophisticated conceptual/theoretical 
model is used; including a  lot of the neces-
sary social background, organisational and 
curricular/instructional processual data, data 
on the interface with local employers and la-
bour markets, and importantly the nature/ 
quality of  the relationship (guidance/counsel-
ling) of the training organisation (TO) to the 
individual trainee. The method is based on 
surveys of selected 'case study' TOs-includ-
ing interviews with trainees, trainers, and 
employers etc.  Preliminary results indicate 
some positive effects of very focussed guid-
ance/counselling-toward developing compe-
tency in problem solving, handling interper-
sonal conflicts and work disciplines, and job 
search training situated near the point of 
market entry. 
There is a large body of  research work in both 
economics and sociology on the effectiveness 
of training and on the appropriate and effec-
tive methodology in cases where the trainees 
may be a highly selective group (Ryan, 1997). 
The unavailability of experimental ap-
proaches (particularly random assignment to 
the 'treated' and untreated group) toward 
evaluation in Europe, as compared to Ameri-
can studies, means that researchers have to 
be extremely careful and cautious in assess-
ing the effectiveness of training programmes 
(Ryan op cit.; O'Connell and McGinnity, 1997). 
However, the research on this issue is much 
less sophisticated, both conceptually and 
methodologically than the research on school 
effectiveness- with equal pupil/school selec-
tivity problems. More of the work also has 
been put into developing sophisticated statis-
tical models - to try and take care of both se-
lectivity biases and unobserved variables for 
instance - and much less attention to the ef-
fects of  curricula, instructional arrangements 
and pedagogy, learning reward systems etc. 
as well as the quality of  provision/instruction 
(see O'Connell and McGinnitty for review). 
Related to-and indeed included within-this 
type of research is that focusing both on the 
nature, effects and effectiveness of  the differ-
ent ways in which pupil achievement within 
courses of study are assessed and certified; 
as well as the nature, manner and effective-
ness with which schools and Colleges them-
selves are assessed. EV  ALUE (ERB-SOE2-CT 
95-2004; 95-98) is a French led TSER study 
of the nature/patterns, effectiveness, and ef-
fects of new ways of evaluating Universities 
in 8 European countries and in five aspects 
of  their operation-evaluation of  their instruc-
tional/learning systems, of research output, 
of teachers/instructors, of university organi-
sation itself, and of  college/university and em-
ployer/industry relationships. 
Universities have radically changed their 
functions as they shifted from elite to mass 
educational providers. They have become 
much larger and much more complex in their 
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objectives and their organisation. Such in-
creasing complexity of  function and structure 
has been allied to substantial changes in their 
relationships to the state - as the main 
funder/developer, to the older professional, 
academic and scientific communities, but 
mainly to employer and market forces. As the 
proportion of their graduates having privi-
leged access to the professions and public 
employment declined, for example, and as 
their potential significance as centres of  new 
knowledge/skills generation grew as well as 
potential development centres for their locali-
ties/regions - at least in public debate - so 
difficulties in managing these often contra-
dictory roles also grew. The necessity to main-
tain academic autonomy while at the same 
time having to adjust to substantially greater 
state and market pressures created great dif-
ficulties for universities. The way in which 
this pressure is managed, while maintaining 
standards, is one of the main aims of the 
EVALUE research. 
The university-employer/industry relation-
ship is one of the main topics of the research 
(pp. 85-98 of final report, 1998), and is more 
developed in two 'ideal types' of universities 
identified- in universities (or other equiva-
lent technological colleges) specialising in ap-
plied science, business studies and educa-
tional studies and ones established with a 
strong economic/employment development 
logic. The employment/occupational integra-
tion of graduates of such colleges- and the 
role and responsibility of university authori-
ties and lecturers to maximums such employ-
ment possibilities-appears to be highly vari-
able; even to the extent to which the latter 
take such responsibilities seriously. The more 
traditional 'elite' universities, of a more aca-
demic character, are much less concerned with 
such employment outcomes. 
The university/regional relationship is also 
studied in the EVALUE project. The project 
studies the complex relationships between 
third level colleges, established specifically for 
regional development purposes, and local/re-
gional authorities and employers- in terms 
both of the expectations and support of the 
latter for such colleges, as well as the recip-
rocal expectations and behaviour of college 
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authorities and lecturers etc. - and the 
strength and effectiveness of  the partnership 
between the colleges and local/regional com-
munities. The expected potential of  such new 
colleges for regional development needs to be 
studied in detail - in terms of increasing lo-
cal human capital resources, of  decreased out-
migration, the potential contribution of such 
increasing human capital to regional produc-
tivity growth-as well of course as the direct 
local returns to the increased employment 
created by the presence of the college itself. 
Some of the British and Irish studies in this 
area, however, are at best neutral in their 
conclusions about such local/regional returns 
to such educational investments. 
The DELILAH TSER project (ERB-SOE2-
CT95-2002) on Designing and Evaluation of 
Learning Innovations had three main objec-
tives: develop a new conceptual/methodologi-
cal approach to innovations in ET- particu-
larly the idea of  'learning patrimonies'; carry 
out case studies in four ET sectors in Germany 
and Britain; and draw out the implications 
and policy conclusions. 
The qualitative research indicated both the 
difficulties and different dynamics of change 
and innovation in the different institutional 
systems. First is the relationship of  the state 
to schools - in, for instance, the increase in 
school autonomy that has occurred in some 
systems (such as the British), making them 
more responsive to both state (in effectiveness 
audits) and market pressures. At the same 
time increasing managerial control within the 
school reduces the autonomy of the profes-
sional role of  teachers, creating countervailing 
pressures. 
The study raises some important questions 
about the main purposes of education, par-
ticularly the potential negative effects of in-
creasing instrumentalism and financial pres-
sures on schools in a  situation where the 
significance of  familial socialisation is declin-
ing; and the ideational, identificational, nor-
mative and general socio-cultural roles of 
schools have probably become more signifi-
cant. As other institutions like the family and 
community systems realign and decline in 
relative significance the effect of increased instrumentalism on overall socialisation/ 
school effectiveness needs to be studied in 
detail. 
Although the evidence appears somewhat 
thin and not sensitive to varying institutional 
contexts this research does have some impor-
tant messages, if not clear conclusions: 
0  The demand for increased educational lev-
els has increased faster than the school sys-
tem can effectively adapt. As a result, as 
those who previously could get unskilled 
jobs with no/poor qualifications declined 
substantially, schools did not adapt fast 
enough or effectively enough to cope with 
this problem. Most interventions with this 
educationally deprived group have oc-
curred at a post-school level. The serious 
dangers in focusing interventions on such 
post-school interventions, usually in non-
formal and temporarily organised arrange-
ments, mostly dependent on year to year 
precarious funding, has become obvious in 
most EU countries where this occurred. 
More fundamental in-school innovations 
appear necessary-at pre-school, early in-
school, and early second level school levels 
in order to reduce the incidence of  in-school 
failure, which although relatively small in 
percentage terms (less than 10 percent in 
most systems), appears to have equally 
serious labour market integration effects 
on the lowest qualified in most systems. 
(Smyth et al.,1998; Martin and Raffe, 1998; 
Becker and Rutjes, 1998; Recotillet and 
Werquin 1998, final Leonardo, VTLMT, 
report, 1998). 
0  Overemphasis on instrumentalism, and 
market readiness, not paying sufficient at-
tention to general education or the particu-
lar personal/social development needs of 
educationally and socially damaged ado-
lescents. 
0  The new political economy of  schooling may 
very well lead to increasing class inequali-
ties as funding arrangements change in 
some systems to be more school competi-
tive and market sensitive (as in the UK), 
and such modern technological aids as IT 
and self learning etc. become increasingly 
important in schools without compensat-
ing resource allocation- with the middle 
class more likely to gain advantages. 
7. Class and gender inequali-
ties and social exclusion 
The major secular shifts in economic struc-
ture in western industrialised countries over 
the past 20 to 30 years have led to substan-
tial changes in occupational/class structures 
-particularly a decline in lower working class 
(particularly unskilled manual) positions, and 
substantial growth in middle and upper/mid-
dle class positions. This change in the nature 
of  flow of  children out of  families into schools, 
combined with equally rapid changes in the 
structure and costs of schooling- with free 
education gradually being extended in most 
cases up to the end of  upper second level, with 
substantial growth also in the importance of 
education in occupational allocation and pro-
motion was all expected to have significantly 
reduced class origin inequalities and greater 
equality of opportunity in levels of education 
achieved (Boudon, 197  4). Yet most of the in-
ternational research on this issue indicates 
that despite substantial growth in average 
levels of education, and of greater relative 
growth in participation by children from 
working class origins at the lower levels of 
achievement in most countries, there is little 
evidence of overall decline in class inequali-
ties in educational achievement levels- par-
ticularly at upper second level and at third 
level (Blossfeld and Shavit, 1993). Raftery and 
Rout (1993) proposed a radical hypothesis to 
explain this phenomenon-that inequality in 
educational opportunity is maximally main-
tained-with effects of  social origin at all lev-
els of  education maintained to the point where 
the participation of advantaged groups is 
maximised and further expansion in partici-
pation can only come from those with lower 
working class origins. At this point the more 
advantaged groups push for further expan-
sion of ever higher levels of education in or-
der to maintain their advantage. So  many 
international studies show positive effects of 
educational expansion at lower levels of  edu-
cation on equality of opportunity, but little 
change in class inequality at higher levels. 
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Little consistent change over time in class 
inequalities in educational achievement in 
most countries-with some notable exceptions 
such as Sweden and the Netherlands. In both 
cases, this decline appeared to be due more 
to an equalisation of life conditions between 
the different social classes than to any edu-
cational policy changes (Blossfeld and Shavit, 
1993; Erikson and Johnson, 1996). In most 
countries, therefore, where social selection 
was most severe at the beginning of the edu-
cational career, the point of  selection has been 
pushed further up the educational ladder. 
Gender differences in educational achieve-
ment on the other hand show a much greater 
equalisation over time- with in some cases, 
the gender gap being reversed, with girls do-
ing better particularly those from working 
class origins. Gender differences also appear 
to be greater in more differentiated systems 
at lower or upper secondary level-as in Ger-
many and UK, whereas in France, Sweden, 
Portugal and Ireland it is the other way 
around (Freysson, 1996); mainly it appears 
because of the dominance of general educa-
tional models in the latter countries. 
One of the main hypotheses of the CATEWE 
project (TSER, CT-97-2019, 1997-2000) relates 
not so much to overall class inequality effects 
on educational achievement, but on the effects 
of  national institutional ET differences on edu-
cational/employment exclusion processes. The 
hypothesis is that such educational and labour 
market exclusionary processes are both more 
severe and more class origin biased in coun-
tries with less selective and less differentiated 
systems-Ireland and, to a lesser extent, Brit-
ain and France; or that it will be less severe in 
selective/differentiated systems as in the Neth-
erlands and Germany, despite their greater 
class differentiating effects in overall educa-
tional achievement. In the latter cases early 
differentiation into selective educational/voca-
tional tracks are closely linked to accessing 
segmented labour market outlets, segments/ 
occupations with significantly lower levels of 
competition from the more highly educated. 
This is suggested to be particularly true for 
non-skilled manual/service occupational posi-
tions. The expected effects of this would be to 
leave more uncontested 'room' in the labour 
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market for poorly educated youth, with the 
consequent effect of  higher employment expec-
tations motivating in-school learning. Shavit 
et al. (1993), for instance, find positive effects 
of vocational tracks on access to skilled occu-
pational outlets and avoidance of low skilled 
and insecure employment. 
Initial results, however, from  a  related 
Leonardo-da-Vinci project (VTLMT, DGXXII, 
1996-98; Final Report, Dec. 1998; Martin and 
Raffe,  1998; Smyth et al.  1998; Becker and 
Rutjes 1998; Recotillet and Werquin, 1998) 
indicate ambiguous support only for the ini-
tial hypothesis on exclusionary effects-with 
the most poorly qualified in the Netherlands 
suffering almost equally high levels of  employ-
ment exclusion as in Scotland, France and 
Ireland. However in other respects the results 
support the conclusions on the positive effects 
of vocational/technical qualifications on em-
ployment chances, but also indicated the al-
most equal importance of 'passing grades' in 
lower second level examinations in accessing 
the labour market. Access to apprenticeships, 
however, tend to be negatively selective in the 
Netherlands and France while it is positive 
in Ireland and Scotland (Smyth et al., 1998). 
There are also quite substantial country dif-
ferences in occupational allocation amongst 
these 4 countries- with a much higher pro-
portion of lower second levelleavers in non-
manual jobs in Scotland (who have 'passed' 
their lower level examinations- at 16) than 
in the other countries. These latter differences 
appear not only to be due to national differ-
ences in the availability of  such jobs to school 
leavers in general-a function of  both the eco-
nomic cycle and the extent to which public 
expenditure funds such occupations, but also 
the relative proportion of all school/College 
leavers entering the labour market who only 
have lower second level qualifications. This 
tends to be much higher in Scotland (Smyth 
and Surridge, 1995 and 1997). But in the lat-
ter case a  much higher proportion of such 
early leavers are in alternative learning 
routes-apprenticeships, Youth Training and 
other full and part-time educational courses 
outside the conventional school system. The 
Scottish and British system then maximises 
out-of-school education and training for the ~~~~~~~~~~~~~~~~~~~~~~-Educationand~bourmark~change 
post compulsory years whereas the French, 
Dutch and Irish systems maximise full-time 
educational attendance up to the end of up-
per second level education (Martin and Raffe, 
1998). Whether the increased level of educa-
tion and postponement of  labour market entry 
-as in the latter countries- has the moder-
ating effects on class and gender inequalities 
in educational achievement and labour mar-
ket success, as has been proposed and found 
in other research (Blossfeld and Shavit,1993; 
Shavit and Mi.iller,1998) has to await further 
research. 
Such lower level leaving is highly gendered 
and class differentiated in all countries: pre-
dominantly male, and predominantly from 
lower working class or unemployed family 
backgrounds, with parents having lower lev-
els of education. Even given the large insti-
tutional differences between, for instance, the 
highly vocationally differentiated Dutch sys-
tem and the more general educationally based 
and undifferentiated Irish one, it appears that 
the extent and nature of social class selectiv-
ity of successful educational progression in 
both countries appears remarkably similar; 
though paradoxically gender differentiation 
(positively) and class selectivity (negatively) 
factors appear more pronounced in Ireland. 
This would accord with our hypothesis -
though the statistical significance of these 
inter-country differences has not yet been 
tested (Martin and Raffe, 1998). 
Lindblad et al. TSER reseach proposal (SOE2-
CT97-2028,1997/8-2000) main proposition is 
that increased economic/political pressure on 
schools/universities, and increased 'mar-
ketisation' of resource allocation, evaluation 
etc. significantly change the organisational 
characteristics of  the school/College away from 
its public service functions/practices as a 'rule 
governed' to a market led system. As a result 
this makes it more difficult for the school/col-
lege to meet its new targets/objectives on re-
ducing social exclusion. This will be investi-
gated in 8 countries. Their method is to review 
the research literature, carry out comparative 
analyses through individual country 'case stud-
ies' of  governance structures of  schools/colleges 
- including 'discourse analyses' of existing 
policy etc. papers. Evaluations of national ex-
periences with new governance structures, and 
research on national data/studies of social ex-
clusion and class inequalities is also to be car-
ried out. Implications of governance changes 
for social class inequalities and evaluations of 
new programmes of intervention targeted to 
improve the situation are to be carried out. This 
study in nine or ten countries appears to be 
inductively based, generalising from compara-
tive national case studies of what interventions 
work or do not work in different contexts. 
The ways in which, and the organisational 
effectiveness with which, schools/colleges are 
organised and managed do  have significant 
impacts on student outcomes. (Mortimore et 
al., 1998; Smyth, 1999). It may well be that 
modern state led concerns about school man-
agement effectiveness and changes in their 
operating and governing arrangements to-
ward 'market led' rather than 'rule governed' 
behaviour would have significant negative 
impacts as hypothesised here. Certainly the 
original British 'market led' arrangements for 
publishing crude examination results by in-
dividual school and the use of state vouchers 
in purchasing school places- expected to in-
crease inter-school competition and overall 
school effectiveness by improving families/ 
pupils choices between 'effective' and 'ineffec-
tive' schools - would neither have positive 
system effectiveness outcomes and would cer-
tainly increase class inequalities. 
Nevertheless as third level educational par-
ticipation becomes more 'universal' substan-
tial changes are required in the way the origi-
nally elite and autonomous universities are 
run- and in many European countries the 
rallying cry of negative 'marketisation' ap-
pears far too self  interested; with new instru-
ments to ensure effective responsiveness to 
economic and societal needs badly required. 
8. Conclusions and issues to 
address in the next TSER pro-
gramme 
There are four main themes in the "Improv-
ing Human Potential" part of  the Fifth Frame-
work Programme (1999-2002): 
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(i)  Societal Trends and Structural Changes; 
(ii)  Technology, Society and Employment; 
(iii) Governance and Citizenship; 
(iv) New Development Models Fostering 
Growth and Employment.  14 
Three of  these are clearly related to our theme 
- (i), (ii) and (iv). 
The issues of school to work transitions, la-
bour market integration, human capital 'crea-
tion' in education and training systems and 
its effective integration into the economy, vari-
ations across EU regions in their ET and LM 
institutional arrangements and their differ-
ential effects on labour market integration etc. 
fit clearly within these themes but need to be 
spelled out and applied to the new Vth Frame-
work Programme. There appear to be at least 
five broad areas where high quality compara-
tive economic and social research is urgently 
needed and would fit within the broad remit 
of the Vth FP: 
a) Since the relationships between rapid tech-
nological change, education/training provi-
sion changes and economic/occupational 
changes are very complex-and not readily 
'read off' from technological change - there 
is an urgent need for high quality compara-
tive European research on these issues. 
There are wide national, industrial and be-
tween-firm differences in how, and how well, 
workers with higher levels of education/ 
training and new technology are inserted 
or used within firms/industries. The way in 
which both technical and educational 
changes are related to firm/industry strat-
egies of  adaptation to rapid market changes 
should be a priority in future research. Cur-
rent research on these issue has to depend 
too often on inferring such firm/indus  trial 
behaviour and strategies from data on in-
dividual workers' labour market histories. 
14 EU Council Decision adopting a  specific pro-
gramme of research, technological development 
and demonstration on 'Improving the human re-
search potential and socio-economic knowledge 
base. OJ. C506/99, 13.01.1999. 
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b) The issue of new development models and 
economic/employment growth- a  main 
theme of the new research Programme -
needs to be explored in depth on a compara-
tive national basis across the EU. The wide 
national institutional differences in ET sys-
tems, their varying labour market integra-
tion processes and the extent/nature of  their 
open-ness to life long learning processes, 
suggest substantial national differences in 
economic and employment growth models. 
There are large national differences in, for 
instance, the extent and nature of  provision 
for life long learning systems, and in the 
way they are integrated with employment/ 
work systems. These national differences 
are likely to be strongly related to both the 
participation rate and the effects of  life long 
learning opportunities: with some national 
systems being highly 'user friendly' over the 
life course, highly integrated with both work 
life and careers. Other ET systems appear 
inflexible and unrelated to life long indi-
vidual career and firm/industry re-skillling 
and up-skilling needs. The issue of'life long 
learning', of  its linkages to in-firm training 
and to the institutional flexibility of  educa-
tional providers and qualification frame-
works - to effectively optimise such 're-
learning' occurring over the life cycle, 
though such a  dominating theme in EU 
policy documents, has received little com-
parative European attention; though signifi-
cant cross-national differences do  exist in 
the extent to which it occurs. 
c)  Equally comparative research at a firm and 
industrial level on the human resource 
management of  increasing levels of  educa-
tion/training amongst young work forces 
is urgently needed. Given rapid market 
and technical change the extent and na-
ture of  adaptations by firms and industries 
needs as much study as has been given to 
the behaviour of  individuals in their tran-
sitions from school to work. 
d)  Equality of opportunity in education, oc-
cupational achievement and earnings-by 
gender, social class of origin, ethnic group 
etc.- as well as the equally important is-
sue of educational and labour market ex-
clusion appears to be quite sensitive to both ----------------------- Education and labour market change 
economic/technological change as well as 
the way in which the national ET systems 
for initial and continuing re-education/ 
training effectively provide opportunities. 
Again single national models appear un-
likely to be generalisable to the whole Com-
munity - given the deeply rooted institu-
tional differences involved. Besides the 
obvious injustice of high levels of  inequal-
ity and its obvious negative social effects, 
the systemic and often deeply institution-
alised nature of the under-utilisation of 
human capital involved - particularly 
amongst the most educationally/economi-
cally excluded- appears glaringly ineffi-
cient in both economic and social terms. 
The need for good quality comparative re-
search on this issue appears obvious. 
e)  Comparative European Data: Besides the 
Eurostat data bases (particularly the La-
bour Force Surveys and Community House-
hold Panel surveys) there are very limited 
comparative European data bases available 
on some of the most important education, 
training and labour market integration 
policy research issues that affect the Euro-
pean Community. Compared to the United 
States, for instance, or to a majority ofEU 
states, there are no comparative surveys or 
data bases on longitudinal (flow statistics) 
on educational/training processes and out-
comes and education to work transitions, 
no comparative data on life long learning 
processes-or adaptation of  firms/industries 
to rapid technological and human capital 
changes etc. Improvements in Eurostat sur-
veys-including the new, year 2000 transi-
tion module on transitions- will be some 
help in correcting for this deficit, but in a 
very limited way. In addition there appear 
to be far more serious constraints in mak-
ing such (suitably anonymised) Eurostat 
data sets available to the research commu-
nity than is true of most individual coun-
tries within the EU. These issues will be 
discussed in more detail below. 
8.1 Educational level and labour 
market success 
Although variable cross-nationally there is 
generally a close relationship between level of 
education, employment chances and evel of 
occupation (status or quality) achieved; i.e. a 
moderate to high level of 'level congruence'. 
However there is a substantial (though vary-
ing) degree of overlap within educational lev-
els of  occupational statuses achieved in all sys-
tems; i.e. of 'overqualification' of workers 
within occupations or  'under-utilisation' of  edu-
cation/skills by employers, varying consider-
ably cross-nationally. (see Shavit and Muller, 
1998; Borghans, Hughes and Smits,  1998). The 
degree of occupational 'overlap' between dif-
ferent educational levels, or the degree of la-
bour market competition between them, obvi-
ously reflects national institutional differences, 
cyclical employment rates as well as life cycle 
factors - being greater in periods of high un-
employment and at initial stages in the labour 
market. The varying nature of such 'overlaps' 
and their effects on labour market flexibility, 
labour productivity and turnover, employment 
exclusionary processes etc. all need to be stud-
ied in more detail. 
Further cross-national study is also needed 
on the extent to which the content/level/diffi-
culty of'within-occupational/industry' catego-
ries remains the same over time or, as Green 
et al. (1997) study indicates for Britain, or the 
extent to which technical change/upgrading 
also occurs within occupations; or the extent 
to which occupational boundaries remain 
impermeable. In addition the extent and na-
ture of  productivity growth and organisational 
and technological 'response effectiveness' of 
firms/industries to the constantly improving 
quality of labour market entrants, needs de-
tailed study. The 'under-utilisation' of skills 
by firms/industries needs as much attention 
as the 'overqualification' of young workers. 
8.2 The content of  education/training 
and occupational/job congruity 
The issue of 'content congruence' (Almen-
dinger, 1989 and 1997) has not received much 
comparative research in the EU. This may be 
a more relevant question in some countries 
such as Germany and the Netherlands or 
other countries with extensive occupational 
labour markets. To  measure the nature and 
extent of the linkage between the content of 
what young people learn in initial education/ 
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training and what knowledge/skills they ac-
tually use at work has usually been studied 
by linking field of study to the nature of the 
work/occupation taken up- either where in-
stitutionalised linkages exist as in apprentice-
ships, professional/technical occupations or 
otherwise where the educational/occupational 
connection can easily be estimated. More sub-
jective approaches have also been used- by 
asking individuals in specific jobs/occupations 
to what extent they use their ET gained 
knowledge/skills in their work etc. However, 
in neither case is the research methodology 
without fault-with little cross-national com-
parability. In addition it is clear that a lot of 
occupationally relevant learning is implicit 
and unmeasured by educational/training 
qualifications-e.g. the significant advantages 
of apprentices in some cases in the labour 
market even in areas in which they have not 
been trained. The nature and significance of 
such non-formal and currently non-certified 
learning at home, in school and at work is rec-
ognised in some current cross national 
projects both in terms of content and learn-
ing style and motivation (Reef,  Coord. of 
TSER project on cross-curricular competen-
cies CT98-2042); with some evidence that 
some aspects of learning style - particularly 
the conformist and reproduction oriented style 
-may be functional for educational achieve-
ment in some settings but dysfunctional for 
subsequent labour market success. (Semeijn, 
van der Velden et al., 1997; Semeijn and van 
der Velden, 1998). 
To over-value a narrow concept of'  content con-
gruence', therefore, would be unwise: while 
initially functional for the overall system it 
may well have serious negative consequences 
for individuals' career mobility and, if  educa-
tion and training is too narrow, also limit in-
firm re-training and firm adaptability. 
Additionally the discrepancy between the edu-
cation/training provision of  a national system 
and the needs of the productive system can 
be estimated (Kirsch and Werquin, 1995): the 
French idea of'adequatisme'. Because many 
French firms recruit young people at a given 
level and then train them within the firm-
paying attention to the general educational 
level on appointment- the older 'manpower 
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planning' idea of'adequatisme' does not work. 
The most recent and relevant issue about 
'adequatisme' is about what other, often im-
plicit and informal, things young people learn 
while in school and what they use at work. 
The example of the German car producer 
which recruited most of  the apprentice/trainee 
bakers in the region indicates that while the 
training system was not efficient in terms of 
field of  vocational preparation it was obviously 
effective in other respects that were very rel-
evant to car makers (for example work disci-
plines and shift/night working etc.). The in-
formal/implicit learning of work relevant 
skills that are transferable to other occupa-
tional/industrial settings needs much more 
research. 
Another example comes from Kirsch and 
Werquin (1995). They have shown than in 
France, most young people exiting the train-
ing system at the BEP level - first vocational 
level - did not use their specific skills and 
competencies in the first jobs they got, when/ 
if  they got one. Even taking subsequent occu-
pational mobility into consideration they are 
not generally mobile into jobs directly con-
nected with their first vocational preparation 
subjects. There is need for further compara-
tive research of  the nature of  both the explicit 
(certified) and implicit training/education pro-
vision/socialisation provided by the ET sys-
tem, and the interpretation/use made of it by 
the employer/productive system. 
Informal transferable skills - or personal and 
interpersonal skills which are the result of 
non-formal learning experiences both in the 
formal schooling setting as well as in related 
interpersonal socialisation, which are not 
measured and certified by schools, and which 
may therefore be less institution and country 
specific than formal schooling outcomes, is 
now the subject of a  lot of research (e.g. 
OECDs, new PISA programme; COST Action 
All etc.; Reef et al., TSER project,1998). 
8.3 Youth schemes, evaluation and 
selectivity biases 
One of the most relevant aspects of youth 
schemes is their function in handling the in-
creasing duration of job search and higher ~~~~~~~~~~~~~~~~~~~~~~- Educationand~bourmarkclcharige 
rates of  unemployment between the end of  ini-
tial education/training and the first perma-
nent job. As young people's status in the la-
bour market dis-improved most States 
strongly intervened with various types of 
training/employment schemes. Many evalu-
ation studies of the effectiveness of these 
schemes have taken place at the national and 
EU level (see Brandsma et al., TSER project 
CT95-2003,1995-1998). The issue of  selection 
bias in that evaluation is critical. Most such 
youth schemes are designed to ease transi-
tion from school to work for those with poor-
est qualifications and those least likely to be 
perceived as productive within an enterprise. 
Of  course recruitment and progression within 
such schemes may be selective on both meas-
ured an unmeasured (usually social-psycho-
logical) variables. And since firm recruitment 
from such schemes is highly selective even 
amongst those employers think are the 'bet-
ter' amongst applicants, selectivity bias may 
be quite high. In theory training schemes are 
designed to help young people who need fur-
ther education/training. In practice, even if 
there is no selection by such schemes, employ-
ers selection may only take those who other-
wise would have got the job anyway - the 
scheme has high 'deadweight'. Ways both to 
measure and control for these selectivity 
biases have been developed, but their appli-
cability and validity need much more devel-
opment and evaluation in comparative cross-
national work. 
There is therefore an urgent need for effec-
tive comparative evaluation of the effective-
ness of these schemes in different EU coun-
tries (Grubb and Ryan, 1997). Heckman and 
Smith's (1995) dictum that  'The fundamental 
evaluation problem arises from the the im-
possibility of observing what would happen 
to a given person in both the state where s/he 
receives a  treatment and the state where 
s/he does not. If  a person could be observed in 
both states, the impact of  the treatment could 
be calculated by comparing his or her out-
comes in the two states, and the evaluation 
problem could be solved'. Given that partici-
pants are not observed in both states, a large 
literature has been developed to help control 
of the consequent selectivity biases. The use 
of experimental methods (in the random as-
signment of participants to treatment and 
control groups, for instance) to control for such 
biases has been very limited in Europe. 
However before proceeding to such experi-
mental methods it might be more advanta-
geous to increase the conceptual, measure-
ment and analytical sophistication of the 
evaluation research in this area to that char-
acteristic of the older tradition of related re-
search in 'school effectiveness'-paying much 
more attention to the nature of the curricu-
lum and pedagogy, course organisational char-
acteristics-including sensitivity to the often 
quite different social psychological character-
istics and needs of the lesser qualified youth 
that take up such training courses. There is 
a need to get beyond the question 'do these 
programmes work' to the question of what 
kinds of  programmes work with what kind of 
'clients'-curricula, pedagogy-including the 
quality and relevance of  both, the nature and 
quality of linkages to firms/employers and 
real work situations (see O'Connell and 
McGinnity, 1997; Ryan, 1998; Brandsma, 
Coord. TSER project CT95-2004). 
Cost-benefit analysis has become the domi-
nant mode of  evaluation in the United States. 
This method has some limitations, however: 
arbitrary shadow pricing for valuing many 
costs and benefits, inadequate duration of 
measurement of  outcomes, relative neglect of 
the variance of  outcomes and the underlying 
reasons for these and so  on. It tends to ne-
glect, for instance many of the social, social 
psychological and even educational outcomes 
of interventions in focussing only on labour 
market outcomes. And it overemphasises the 
efficiency criterion, and often under-empha-
sises the equity/egalitarian criterion-a much 
greater priority in most European studies. 
Besides the effectiveness and costs/benefits 
of such schemes little comparative work has 
been done on the institutional, organisational 
and curricular-pedagogical characteristics (in-
cluding the content effectiveness) of these 
schemes (but see Brandsma et al., TSER, 
SOE2-CT952003). The relationship of such 
post-school schemes to initial education, the 
extent to which they are designed to correct 
for initial educational failure- and whether 
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the original system remains unchanged, the 
extent to which the organisations delivering 
such schemes are linked to the ET system -
providing pathways back to it or in co-opera-
tion with it, and the extent to which linked in 
with employer and labour market systems. 
Since policy on state/EU interventions on 
transitions from school to working life are po-
litical imperatives in most countries, but such 
interventions cannot rely on solid, comprehen-
sive and efficient theoretical or conceptual 
models - or a solid research base, the filling 
of  this theoretical and research lacuna should 
be a priority issue for future research. 
Besides the transition between education/ 
training and the labour market, as well as 
transitions from and into unemployment, 
there are many other important transition 
issues that need investigation: returns (occu-
pational/earnings) to different types and lev-
els of education/training, migration and job 
search, movement out of the labour market 
and its relationship to new household forma-
tion- particularly for poorly educated young 
women, housing changes, changes in living 
together and marriage arrangements and so 
on.  Studies of labour force  withdrawal of 
young women, for instance, appears to take 
place in some countries only after a  signifi-
cant period of initial employment difficulty 
(Hannan and 0  Riain, 1993), but in other 
countries entry to the labour force itself  upon 
completing education-particularly amongst 
females with low levels of education-appears 
to be much more problematic (Canada Vicinay 
et al., STT Working Paper 07-98, 1998). 
8.4 Earnings 
Most of  the research being done in the field of 
school-to-work transitions has been focussed 
on the probability of getting a job. Given the 
high unemployment rate across Europe this 
is not surprising. Job search is important not 
only in terms of its length and difficulty but 
also in terms of the quality of the match be-
tween school leaver and job - whether in 
terms of 'content and level congruence', the 
extent to which it is a marginal job, its occu-
pational status and subsequent career mobil-
ity chances, wages and wage growth etc. 
(Atkinson and Micklewright, 1991). 
126 
Wages also need to be studied in greater de-
tail for other important reasons: The issue of 
minimum wages and of minimum wage leg-
islation, unemployment benefit, wages on 
state programmes etc. The issue of the rela-
tive effectiveness of different active labour 
market programmes and the role played in 
labour market demand for young and older 
workers in a situation of overall low demand 
needs also be studied in more detail. 
Finally wages have to do with the cost of la-
bour which is often decried as too expensive 
as far as the low qualified labour force is con-
cerned. The issue to address here is clearly 
whether Europe should lower the wage of 
poorly qualified young people or increase their 
skills through training, and what effect either 
policy would have on overall economic effec-
tiveness. In addition the extent to which simi-
lar policies have similar effects in different 
national/institutional contexts also needs to 
be studied in detail. 
8.5 Data issues 
One of the main issues that arise in testing 
cross-national hypotheses is research/data 
quality. Usually the phenomena being dealt 
with are very complex and linked in complex 
ways to several origin, process and outcome 
variables: initial 'ability' and family back-
ground variables, ethnicity and gender; dif-
ferences in the nature of educational/train-
ing programmes and processes and outcomes; 
differences in labour market history as well 
as opportunity characteristics; and personal 
outcome differences in terms of  cognitive, af-
fective and behavioural characteristics. Given 
this complexity and the different national 
systems within the EU it is difficult to an-
swer many important research and policy 
questions with existing data sets. The follow-
ing data questions appear very important for 
future research work: 
0  While obviously rational to build on exist-
ing data sources at an EU level (such as 
the Labour Force Surveys -LFS- and the 
European Community Household Panel 
Survey), as well as on relatively compara-
ble national data sources such as the fol-
low-up school/College leavers' surveys ------------------------ Education and labour market change 
carried out in six countries, the weakness 
of EU data sources on educational/labour-
market relationships compared to that of 
our main competitors such as the USA 
needs to be corrected. Even where cross-
national databases exist crucial variables 
are often 'missing' and comparative meas-
urement difficulties arise where systems 
vary widely. 
0  Most of  the current TSER quantitative re-
search, for instance, is based on existing 
national and international data bases. 
There are some exceptions, such as the 
study of graduate employment in Europe 
(CT2023, 1997/8-2000). All of the evidence 
suggests the necessity to build compara-
tive European data bases on the central 
policy/research issues involved; rather like 
those already existing in the Europanel 
and LFS household income/expenditure 
data bases. 
0  The significant improvements planned in 
the coverage and comparability of the 
Eurostat LFS data base, and particularly 
the additional information on transitions 
planned to be available from the 2000 LFS, 
potentially means that a lot of new com-
parative research work can be carried out; 
provided of  course that 'public use' files, at 
the individual level, are made available to 
the research community as already hap-
pens in most of the EU countries. The de-
velopment of more liberal Eurostat access 
regulations, such as those governing re-
searchers access to such data sets at na-
tional level in most EU countries, is an 
important research and policy analysis pri-
ority. 
0  Besides the 'stock data' available from the 
LFS, good comparative 'flow data' on 
school/college to work transitions over the 
first 1 to 5 years or so in the labour mar-
ket are urgently needed. These could be 
based initially on the current school 
leavers' surveys carried out in six EU coun-
tries (CATEWE, TSER project, CT97-
2019), as well as the TSER funded third 
levelleavers, follow-up surveys in 12 coun-
tries (Teichler et al, TSER contract CT-
2023). However in the former case these 
studies cover a small set of countries and 
vary significantly from each other in sam-
ple definitions and variable coverage etc., 
though sufficient similarity exists to yield 
rich comparative sources of  information on 
transitions. (Final Leonardo VTLMT re-
port, Dec. 1998 available as an ESRI Work-
ing Paper, Dublin). One data strategy 
would be to improve the comparability of 
these surveys and increase their country 
coverage. The alternative, however, of  'top 
down' surveys either based on the planned, 
year 2000, Eurostat LFS module on tran-
sitions - though the planned set of vari-
ables is very restricted- or on new occa-
sional cross-national surveys (such as the 
'Teichler survey') should be actively ex-
plored. 
0  EU strategies on European data bases 
should, therefore, be as much concerned 
with 'making data European' as with cre-
ating new European data banks: with max-
imising the cross-national comparability of 
current national and international surveys 
on specific issues (such as the OECD and 
lEA co-ordinated studies), as well as cre-
ating new policy/research data sources for 
priority areas where this is necessary. Such 
a strategy would require a comprehensive 
assay of current and projected surveys, as 
well as determining areas where important 
data is missing or non-comparable. 
The work of the TSER funded CATEWE 
project and the EU  -AEI network shows both 
the importance and the possibilities for build-
ing on existing national and international 
surveys. The continuing work of the latter 
indicates, for instance, the necessity of con-
tinuing assessment of changing national ob-
jectives, strategies, contents and outcomes of 
educational interventions. Current methods 
for doing appear highly inadequate, with a 
need for European wide methods-for educa-
tional indicators, methods for measuring 
'added value' and development of  reliable and 
cross-nationally valid and culture fair tests 
etc. on an equivalent basis to that provided, 
for instance, by the United states or indeed 
other developed countries within the OECD 
system of monitoring educational and labour 
market changes; comparable for example, to 
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the work ofN  etworks A to C within the OECD 
educational directorate, for instance.15 
The two main players in the area of interna-
tional educational comparative educational 
assessment/testing research for instance are 
the OECD and the lEA (International Asso-
ciation for the Evaluation of Educational 
Achievement). Besides the issue of ensuring 
that cross-cultural reliability and validity of 
the instruments as well as their national in-
stitutional sensitivity (by ensuring that EU 
countries are adequately represented on the 
planning committees etc.), these organisa-
tions also normally allow participants to add 
so- called national options to their ongoing 
international survey instruments. The Euro-
pean 'added value' of such surveys would be 
greatly enhanced if  the EU Commission would 
co-ordinate national efforts, ensuring that 
such instruments are adequately general-
isable across EU systems, and that they pro-
vide data that is attuned to the main policy 
and research questions in the area (see Reef 
et al, TSER project,1998). 
In addition many national surveys are car-
ried out on the same set of themes, and with 
much the same set of  objectives by individual 
countries. The EU wide utility of these na-
tional surveys on educational achievement 
and labour market entry could be significantly 
improved if  an 'added value' EU comparabil-
ity dimensions were developed for the impor-
tant variables. The costs involved would be 
marginal (to total costs) but the 'added value' 
return would more than compensate. 
15 The work of the EU-AEI network for instance, 
shows the need for continuous assessment of the 
status and trends of educational objectives, con-
tents and achieved competencies at primary and 
secondary educational levels. The conclusions of 
this, partly TSER funded, network are the exist-
ing tools for this are inadequate and that it is nec-
essary to: 
i)  set up a European instrument bank for educa-
tional indicators; 
ii)  develop adequate methods for measuring 
added value in educational achievement; 
iii) develop reliable and valid methods and instru-
ments for culture fair testing on a comparative Eu-
ropean basis for both student achievement as well 
as, for instance, for adult literacy testing. 
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The national longitudinal studies (in at least 
6 EU countries) which follow young people 
from an early age (e.g. 15) in the ET system 
to a  point in their labour market career 
where their status has stabilised (usually 3-
5 years after entering the labour market) 
provide invaluable information on transi-
tions which is not available from other 
sources. Usually these surveys include not 
only labour market history information but 
also the crucial social background character-
istics and educational formation data on in-
dividuals. Since educational and labour mar-
ket history itineraries are increasingly 
prolonged and individualised, cross-sec-
tional, snapshot surveys give a highly inad-
equate picture of transition dynamics - or 
transition difficulties or success. Such lon-
gitudinal surveys should ideally follow young 
people for five  to six years after leaving 
school, a minimum period to estimate 'final' 
transition outcomes (Werquin, 1997). 
A good final benchmark to use is the age at 
which the unemployment rate of the cohort 
equals the adult one. Although the cost of 
such surveys is high and they cover a longer 
period of observation before results become 
available many EU countries already carry 
them out for their own policy purposes 
(France, the Nether  lands, the UK, Ireland, 
Sweden and now Flanders), while partial or 
regional surveys are carried out in many 
other countries. Although there are some 
serious 'missing data' problems for some 
countries and other methodological difficul-
ties the results of  analyses of  these compara-
tive sets appear important and quite robust 
(Leonardo final VTLMT report 1998; and 
CATEWE, TSER project 1997-2000). An EU 
policy of'adding value' to these national sur-
veys (by increasing their variable coverage 
and data/sampling definitions for instance), 
and encouraging their expansion to other 
countries, would be a  very cost effective 
method of  increasing the availability of  valu-
able comparative European data. 
Besides such 'objective' and standardised 
surveys further comparative studies of  indi-
vidual strategies for,  and experiences of, 
transition need to be carried out, such as in 
the Anglo-German studies (Bynner et al., _______________________  Edu~tiooandl~omm~kci~an~ 
1991). Comparative research of  other impor-
tant policy issues also appear important. The 
issue of guidance and counselling, for in-
stance, urgently needs attention- particu-
larly as it relates to the transition of  the less 
academically able students within school; 
and the general finding that in most coun-
tries such in-school services appear compara-
tively irrelevant to the great majority of 
schoolleavers in transition (Hannan et al., 
1983; Becker and Rutjes, 1998). This con-
trasts sharply with the situation in many 
other countries-particularly Japan-as well 
as perhaps in vocational training and other 
educational programmes which have a large 
element of work placement/experience -
which require close contact between schools 
and employers. 
The Fifth Framework Programme- particu-
larly the Key Action- Improving the Socio-
Economic Knowledge Base- could thus be 
more focussed on some central economic and 
social policy issues: education/training and la-
bour market relationships, the issue of tech-
nical/educational and firm industry change, 
the issue of  state training/employment initia-
tives in the context of high youth unemploy-
ment, the issue of  educational and life chance 
inequalities and educational/social exclusion, 
and the micro-macro issues of the relation-
ships between educational/training change 
and rapid technical and market change at 
both firm/industrial and individual levels. 
Cross-national comparative research on these 
and other related issues should be a high pri-
ority for the new Vth FP. 
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Jan Vranken, Mieke Frans 
Abstract 
This paper discusses the key concepts of  social exclusion and inclusion, the potential target 
groups and their specific problems. Target groups are underrepresented in labour market and 
training programmes. The crucial factors of  exclusion are analysed from an institutional, an 
economic, a psychological, a socio-cultural and a policy perspective. 
Discussed are the accessibility of  programmes and the difficulties to comply with administra-
tive selection criteria. The most important factor of  exclusion programmes is the need for effi-
ciency that is imposed on the programmes and their organisers. The shift towards privatisa-
tion and the tightening of  the funding requirements results in creaming off  effects and reduces 
training to a short-term solution. Any gap between restricted selection possibilities and strict 
output targets creates a 'double bind tension' for the training organisation that has negative 
consequences for the trainees. 
Policy recommendations refer to: 
0  efforts to re-integrate the 'hard core' target groups by using their problems as benchmarks; 
0  taking account of  the cultural dimension by the development of  clearly defined 'manage-
ment cultures' or 'organisational cultures'; 
0  decreasing the gap that separates the employment situation from the training situation, 
directly through financial and other support and indirectly through a secure job perspec-
tive; 
0  the development of  the long-term dimension of  'trajectory guidance'. 
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Introduction 
This contribution addresses exclusion from 
the labour market and the role of certain 
forms of  vocational training in promoting in-
clusion into the labour market. This implies 
that we will focus on the role of  specific train-
ing offers in preparing socially excluded per-
sons for a job. The field of  inquiry is restricted 
to 
0  forms of training with a strong vocational 
focus; 
0  forms of training that are specifically or-
ganised for persons outside the labour 
market; 
0  external training initiatives. Training at 
the workplace is taken into account inso-
far as it is linked to external training of-
fers.  Social economy initiatives, however, 
also are included because of their impor-
tance for our target groups. 
Our approach is rather conceptual and theo-
retical. Although it was one of  the aims at the 
onset of this contribution, the situation and 
policies of different EU countries are not de-
scribed. Neither did we include empirical data 
concerning participants in training pro-
grammes or national evaluations of  measures. 
On the very specific strand of  vocational train-
ing that is the subject of this contribution no 
overall data are available, even not at the 
national level, mainly because of the ex-
tremely large array of  types of  initiatives and 
the fact that they are often very locally em-
bedded. In Belgium alone, 141 schemes to fa-
cilitate the transfer to the labour market have 
been identified and most of them imply some 
kind of vocational training. General data on 
participation of  target groups and evaluation 
of measures relate to 'traditional' forms of 
vocational training. They were discussed by 
Nicaise and Bollens (1998) in their contribu-
tion to the 1998 background reports. 
How will we proceed? 
0  Firstly,  a coherent conceptual framework 
that focuses on the concepts of social ex-
clusion and social inclusion is developed. 
This framework presents an overview of 
general causes of  exclusion from the labour 
market and of exclusion from training ini-
tiatives. 
0  Secondly, the groups affected by social ex-
clusion, paying special attention to the la-
bour market dimension, are discussed, tak-
ing account of institutional and other 
contextual factors such as the selection 
procedures. Special attention is paid to 
employment niches for target groups, es-
pecially the social economy sector. 
0  Thirdly, a general typology of these meas-
ures is elaborated, taking account of eco-
nomic, psychological, sociological and in-
stitutional variables. 
0  Fourthly,  the conditions for a framework 
to coordinate policies at several levels will 
be discussed. 
0  Lastly, activation policies are discussed in 
terms of  their possible impact on vocational 
training. It  is quite clear that they will con-
stitute the intellectual and policy-making 
framework for future training programmes 
or policies. 
1. The context 
1.1 From social exclusion to social 
inclusion 
The concepts of social exclusion and social 
inclusion are relevant at the theoretical and 
the policy-making level, particularly with re-
spect to the relationship between the labour 
market and vocational training. 
1.1.1 Social exclusion 
Two main definitions of social exclusion are 
commonly used. One is inspired by the Anglo-
Saxon tradition of citizenship, the other by 
the continental idea of  societal gaps. From the 
first perspective, social exclusion is described 
'in terms of  denial or non-realisation of social 
rights (Room, 1991: 5), such as 'the right to a 
certain standard of  living' or, more specifically, 
the right to labour, to housing and to educa-
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tion. Social exclusion, then, implies that 
access to these rights is, knowingly or un-
knowingly, restricted by the manner in which 
social services are organised or by the vul-
nerable economic, social and political position 
of certain citizens. 
For the other, continental, tradition the no-
tion of social exclusion concerns the gap that 
exists between situations or groups in one or 
more areas of social life. This notion of social 
exclusion can refer to situations and processes 
such as polarisation, discrimination, poverty, 
and inaccessibility. In order for society to ar-
rive at such a situation, it must be structured 
according to a centre/periphery relationship, 
while society's means (economic, social and 
cultural capital) must be distributed unevenly. 
Of crucial importance in this respect is, of 
course, the fault line, which may manifest it-
self as a gap, a wall, or a barrier. 
The distinction between relational, spatial 
and societal fault lines (Vranken, 1997) is an 
answer to what is probably the most crucial 
question with regard to social exclusion, 
namely exclusion from what? (see among oth-
ers Silver, 1995: 60). Indeed, the reference 
points of social exclusion are situated at the 
micro-level (of individuals and their net-
works), at the meso level (of groups, institu-
tions) and at the macro-level (of society). 
The first reference point is that of the indi-
viduals and their networks. Relational fault 
lines refer to the fact that poor people's net-
works provide no, or very limited, access to 
important social commodities (or to economic, 
social and cultural capital). Social exclusion 
may, then, be seen as the result of exclusion 
from the exchange in relationships that is part 
of  participation in social networks. 'Gatekeep-
ers' have the power to decide whether or not 
to allow through the flow of  commodities per-
sons or institutions, because they occupy a 
central position within a social network. By 
depriving people or groups (the lowly quali-
fied, immigrants, the homeless) from social 
commodities (employment, housing, educa-
tion, income, status, power) they create so-
cial exclusion (see also Vranken, Steenssens 
and Pultau, 1996: 57). With respect to the la-
bour market, we are referring to personnel 
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managers, labour exchange administrators, 
project managers, vocational trainers. Al-
though they are bound to existing legal and 
administrative rules, many ways remain open 
to exercise a determining impact on selection 
processes and procedures regarding training, 
such as regarding the information that is pro-
vided, the linking of particular persons or 
groups to job opportunities, etc. 
A second reference point is groups or group-
like phenomena. Social closure is the process 
whereby social groups attempt to acquire, 
increase, or maintain rewards by restricting 
access to sources or opportunities to a small 
circle of a happy few.  The purpose is to mo-
nopolise opportunities in life which others too 
find desirable, i.e. the closure of such oppor-· 
tunities to outsiders (Weber, 1922/1956: 201). 
Groups which fail to achieve any monopoly 
must compete with each other on the open 
market and are subjected to its levelling ef-
fects. The groups thus excluded often respond 
by imposing boundaries on even weaker 
groups, which results in so-called 'dual clo-
sure' (Parkin, 197  4). The consequence is two-
fold: the creation of  an uneven distribution of 
opportunities in life and of  closed social rela-
tions and communities. This form of social ex-
clusion is not unknown on the labour mar-
ket; some 'closed shop' strategies or forms of 
ethnic discrimination are illustrative. 
The third point of  reference concerns societal 
structures and processes. The central ques-
tion in case of societal fault lines is whether 
society as a whole or important areas of  it are 
divided into subsocieties. Illustrations are the 
dual labour market or the increasing opposi-
tion between 'earned' income versus 'welfare' 
income, in terms of power and status. 
1.1.2 Social inclusion 
Inclusion, as with social exclusion, is a multi-
dimensional concept. A high density of  co-op-
eration within the group, a strong identifica-
tion with the group, and a large set of shared 
values and orientations are usually taken as 
signs of  inclusion. Active participation is also 
a crucial issue; it implies a socialisation proc-
ess, which incorporates individuals and 
groups at different levels of society. These _____________  Selection, social exclusion and training offers for target groups 
forms of  social inclusion already refer to more 
than mere bonds between the individuals and 
include relationships between individuals and 
institutions. 
Inclusion in society takes place through dif-
ferent sets of roles. The first set is related to 
the roles that people adopt from their posi-
tion as producers. The second set refers to 
their position as consumers. The third con-
cerns their position as citizens and the fourth 
their position in different 'public' social net-
works (such as associations, but not family 
networks). It is commonly accepted that over-
all social inclusion is fundamentally rooted 
in labour market inclusion (or economic in-
clusion in a larger sense). 
Different forms of  social inclusion are present 
in these sets of  roles: cultural, normative, com-
municative and functional inclusion (see also 
Landecker, 1951). Cultural inclusion is about 
the concordance between different cultural 
standards (such as between that of  the labour 
market and that of the long-term unemployed 
or subsistence beneficiaries, or between the 
dominant culture and a so-called 'culture of 
poverty). Normative inclusion refers to the 
concordance between these standards and 
behavioural patterns (does the 'management 
culture' of training initiatives exist just for 
the public eye or do trainers behave accord-
ing to these standards?). How deep are com-
mon symbols embedded in society and groups 
and how widely are they accepted is what com-
municative inclusion is about? The degree of 
reciprocal dependence is the subject of func-
tional integration: does the labour market 
need vocational training initiatives and is this 
the case for all types of vocational training? 
These forms of exclusion will underlie a 
number of discussions in this paper, particu-
larly those in chapters 3.4, 3.5 and 3.6. 
1.2 The labour market 
1.2.1 Problems of  specific target groups 
The list of population groups affected by so-
cial exclusion is long, very long indeed. It in-
cludes larger or smaller sections of the eld-
erly, the disabled, the illiterate, most of the 
homeless, people living in institutions (psy-
chiatric wards, prisons), people living in 
ghetto-like neighbourhoods, asylum seekers, 
most of the long-term unemployed or low-
skilled, and the poor in general. Their exclu-
sion is the result of insufficient economic, so-
cial or cultural capital in one or more of the 
important societal domains: housing, health, 
social networks, income, and - last but not 
least - education and work. Being excluded 
from any of those fields generates problems, 
the more so if  it is about exclusion from edu-
cation or work. Overcoming any form of so-
cial exclusion nearly always implies external 
help, be it social work, special housing pro-
grammes, special training programmes or the 
creation of  jobs adapted to the particular skills 
and handicaps of the persons concerned. 
Target groups with respect to the labour mar-
ket refer to persons who have a considerably 
smaller chance of finding a job; if they suc-
ceed in doing so, the jobs they access are usu-
ally marginal ones. Their marginal character 
refers to characteristics such as employment 
insecurity, low pay, bad working conditions, 
low degree of  social protection, very high flex-
ibility or low degree ofunionisation; in short, 
characteristics of the secondary labour mar-
ket. Target groups thus are 'groups at risk' 
and have been identified on the basis of nu-
merous analyses of statistical, administrative 
and other databases. It is not our intention 
to reproduce these results in detail; we suf-
fice with a general picture. We will, however, 
elaborate on some of their specific problems. 
The usual criteria for defining risk groups 
regarding the labour market are: gender, age, 
educational level (or level of qualification in 
general), household status, nationality, occu-
pation, and economic sector. The groups at 
risk then are younger or older employees, 
women, the unemployed in general and the 
long-term unemployed in particular, the low-
skilled, early school-leavers, sick or disabled 
persons, people on means-tested benefits, po-
litical refugees or asylum seekers and ethnic 
minorities in general; they may also be com-
binations of these subgroups. The 'poor', for 
example, are disadvantaged in many respects. 
Although these people form a heterogeneous 
group, most of them have one common char-
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acteristic: low educational and skill level. This 
common characteristic, however, presents it-
self in many forms. Let us mention an inad-
equate knowledge of  the native language (mi-
grants, asylum-seekers), obsolete vocational 
skills (older workers, the long-term unem-
ployed), lack of work experience (the young 
and, again, the long-term unemployed), and 
loss of appropriate work attitudes. The loss 
of appropriate work attitudes constitutes a 
particular handicap that is often underesti-
mated. Indeed, it usually takes a rather long 
period to familiarise the target groups with 
things such as sticking to time schedules, 
meeting strict requirements, integrating into 
a team, accepting authority, and concentrat-
ing on one task for a longer time. 
Next to these handicaps regarding  job require-
ments, a series of other deprivations outside 
the work situation permanently threatens 
their work capacities. Bad housing conditions, 
bad health and insufficient health care, fam-
ily problems, household responsibilities (for 
women), and (ethnic) discrimination are just 
some of the many factors that could be men-
tioned in this context. 
Only a few Member States retain women as 
a target group for training measures (Joint 
Employment Report, 1997). In Luxembourg, 
several training programmes which focus on 
women (including women returnees) have 
been created. In the context of the European 
year on lifelong learning, a  special project 
for (young) women was established. In Ire-
land, 'back-to-work skills' are provided for 
women who have been out of  the labour force 
for a long period of time. The integration of 
women returnees is also a  priority in Aus-
tria, where more than 7,000 women found a 
job through career guidance courses, skill 
training opportunities and employment 
projects. 
Of  course, not all of the socially excluded are 
target groups for vocational training, al-
though most of  them would benefit from some 
form of training. Later on, we will discuss 
target groups for training that are expected 
to reintegrate into the labour market, either 
the dominant one or some alternative labour 
market ('social economy'). 
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1.2.2 'Social economy' 
When can a certain activity be labelled as 'so-
cial economy'? The classical definition of the 
social economy is that it 'brings together the 
economic activities generated by co-opera-
tives, mutual insurance organisations and 
associations with the following ethical prin-
ciples: 
0  service to the members or the community 
rather than profit; 
0  autonomous management; 
0  democratic structure; 
0  priority of labour and people over capital 
in the sharing of profits' (Defourny, 1997: 
51). 
The definition of newer forms  of social 
economy, as they have manifested themselves 
over the past few decades, is a combination of 
criteria from the above classical definition and 
of new elements. The latter can largely be 
inferred from historical developments, and 
more particularly from the renewed interest 
in the 1970s. 
First of all it could be stated that the initia-
tives in the 'new social economy' should rea-
sonably not belong to the 'established' social 
economy. In addition, the organisations are to 
be involved in an economic activity and should 
neither belong to the public nor to the private 
sector. This positioning of the social economy 
vis-a-vis the private profit maximising mar-
ket sector, on the one hand, and the public sec-
tor, on the other, remains one of the most im-
portant identifications of the third sector. In 
contrast to what happened in the 19th century, 
the social economy of today does not want to 
take the place of the capitalist system, but 
would like to function in a  complementary 
manner (Monzon Campos, 1992: 25). 
Beside their economic objectives, these organi-
sations wish to accomplish social objectives. 
These objectives are related to the problems 
generated by classical economic models that 
apparently cannot be solved by the public sec-
tor. The issue here is a shift in sectors where 
new needs have arisen. The 'old sectors' where 
the social economy attempted to meet needs _____________  Selection, social exclusion and training offers for target groups 
were as follows:  savings and credit; social 
housing; consumer goods; social and medical 
care; culture, information and press; mutual 
and co-operative insurance; and employment. 
The needs of today, however, are to be found 
in different sectors: ethical savings and in-
vestments; renovation; recycling; new care 
needs; and employment. Present initiatives 
undoubtedly focus most of their attention on 
the unemployment problem by creating em-
ployment and taking special care of  people in 
high-risk groups. In the industrialised coun-
tries a  rising number of co-operatives and 
associations are being established with the 
aim of  social integration through labour. This 
employment creation is also often linked to 
environmental objectives by the pursuit of 
environmentally friendly production proc-
esses, products, and integrated environmen-
tal protection. This is how the new social eco-
nomic sector of  nature conservation, recycling, 
and renovation came about. Depending on the 
problem that needs to be solved, the nature 
of the social-economic organisation varies, 
although certain problems can be tackled si-
multaneously. In this way, the social economy 
has absorbed a number of functions from the 
public sector, which is increasingly withdraw-
ing from certain areas of social life. 
A second characteristic that has clearly been 
placed to the fore is the local nature of the 
activities, although this feature is not really 
new. In spite of increasing economic interna-
tionalisation, the third sector remains prima-
rily rooted in local or regional initiatives. This 
is a response to the call for local identity and 
solidarity as a  result of that globalisation. 
Through their ties with new or old social 
movements, initiatives are chiefly started 
from the base. This also results from the need 
for influence on the production process and 
the need for transparency, which led to the 
foundation of numerous consumer organisa-
tions. The relationship with consumers is also 
given special attention by the newer forms of 
social economy. 
In addition, the new social economy has kept 
a  number of criteria of the classical defini-
tion. First of all, service to the members or 
the community is still taking precedence over 
profit making, and there is a related priority 
of  labour over capital. The pursuit of  a demo-
cratic structure is considered equally impor-
tant. Because most of the organisations are 
created from the base, it can also be assumed 
that the principle of management autonomy 
is preserved, even though it will appear that 
contemporary forms of social economy often 
do not match this criterion. According to in-
ternational discourse on the subject, the le-
gal form of the initiative is of lesser impor-
tance in the contemporary forms of social 
economy than in the classical forms (Wester-
dahl, 1998: 197), even though the organisa-
tions concerned have a  strong tendency to 
assume certain forms of legal incorporation. 
On the basis of  the above definitions a number 
of questions can be formulated, which should 
allow us to distinguish social economic organi-
sations from other organisations. Is the or-
ganisation concerned engaged in economic 
activity? Is this activity situated between that 
of  the private sector on the one hand and that 
of the public sector on the other? Is this ac-
tivity linked to social objectives? These objec-
tives can be related to a  number of factors: 
(un)employment; social integration of the so-
cially excluded and the poor; ecological objec-
tives; the provision of services that respond 
to a  pressing individual or collective need, 
neglected by the public sector; durability of 
production quality; or a combination of these 
objectives. Does the realisation of these ob-
jectives take priority over making a profit and 
does labour take priority over capital? Is there 
management autonomy? Is there an endeav-
our to establish a democratic structure? Is any 
attention paid to transparency and the qual-
ity of relationships? Was the organisation 
founded bottom up? Does the organisation 
assume a  legal form typical for the social 
economy (cooperative society, mutual insur-
ance organisation, non-profit organisation, 
registered charity)? And finally, in order to 
be able to distinguish the classical from the 
new social economy: Does the initiative be-
long to the 'non-established' (or new) social 
economy? 
Depending on the number of  positive answers 
to these questions, an initiative will be further 
from or closer to the ideal type and thus to the 
core of  social economy. Social economic organi-
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sations are therefore 'different' from the other 
two sectors in relative and not in absolute 
terms (Seibel and Anheier, 1990: 12). Also, the 
criteria were more or less formulated in order 
of importance. It should be clear that anini-
tiative that does not match the first criterion, 
does not belong to the 'third sector' at all. 
1.3 Training for the labour market: 
a typology of  relevant training measures 
As discussed in the introduction, we are fo-
cusing on training of  a vocational nature pro-
vided by external training organisations to 
persons who are out of work. Training at the 
workplace is taken into account insofar as it 
is linked to external training courses. Initial 
vocational training thus is not considered in 
this contribution for two reasons. It would 
widen our target population too much. Indeed, 
although youngsters on initial vocational 
training posses a  number of characteristics 
that are typical of risk groups, they still have 
the capacity to prevent their exclusion from 
the labour market. Moreover, the introduc-
tion of initial vocational training would in-
crease the institutional and programmatic 
array of our field of research to such an ex-
tent that it would become unmanageable. We 
prefer to focus  on more acute situations of 
exclusion. 
External training courses for excluded peo-
ple are usually designed and managed by or-
ganisations that do not offer permanent jobs 
themselves; that is, except for social economy 
initiatives. Given the type of training that is 
needed, the provider then acts as an independ-
ent training centre. At best, the training ini-
tiative focuses on a certain sector but mostly, 
there is no direct relation with a specific en-
terprise. This does not prevent training be-
ing organised within a particular enterprise 
of the sector that is targeted by the training, 
such as hospitals or related institutions in a 
programme to train 'logistic health assistants' 
for example. In many cases, the accumula-
tion of problems in the target group requires 
training in many respects: work attitudes; vo-
cational training; work experience; and some-
times even literacy training. This means the 
planning of a  'trajectory' or 'pathway' with 
successive periods of training, coaching, 
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teaching or practical experience, of using the 
tools of work, either at the training centre or 
in the work situation. (European Commission, 
1997:85) 
Training in a work situation is less relevant 
for excluded people, except for social economy 
programmes. It means that training is organ-
ised in an environment that largely resem-
bles the likely place of  work of  the future; this 
environment may even be simulated. Train-
ing in a work situation possesses a number of 
specific features. It often includes practical 
experience using appropriate tools. Often, it 
is very specific to the future work of the 
trainee. Its primary purpose should be the 
development or improvement of  skills. In the 
case of a 'social economy enterprise', however, 
it also contributes to the enterprise's output. 
In this case, however, the enterprise itself  can 
be considered to be a  'learning experience'. 
Because social economy initiatives provide us 
with a  stimulating context for vocational 
training initiatives, we will pay specific at-
tention to them. 
1.4 Exclusion from the labour market 
and from training programmes 
Unemployment and exclusion from the labour 
market has been a major social issue in Eu-
ropean welfare states for the past two dec-
ades. A first explanation lies in the fact that 
we have come to regard unemployment in a 
different light. In the 1980s, policy-makers 
tended to reduce the unemployment issue to 
a question of market trends. And even if un-
employment was referred to as a structural 
problem, it was in terms of a mismatch in the 
labour market to which the appropriate 
schooling and training policies could formu-
late an answer. 
Unemployment rates have always been un-
evenly distributed among different population 
groups. Crucial factors in determining the 
unemployment risk are gender, age, health 
situation, educational level, and ethnicity. 
These lead to an overrepresentation of 
women, elderly, disabled, lower educated and 
migrants in unemployment statistics. It was 
not until the late 1980's, however, that policy-
makers came to fully recognise the structural _____________  Selection, social exclusion and training offers for target groups 
nature of  unemployment and more in particu-
lar of the rather permanent exclusion of cer-
tain population groups from the labour mar-
ket. That period was characterised by the 
phenomenon of jobless, and even job loss, 
growth. Besides of the recognition of unem-
ployment as a structural and qualitative prob-
lem, a consensus grew about new fault lines 
and high-risk groups. It  became clear that the 
poorly qualified were finding it the most dif-
ficult to keep their jobs, let alone to re-enter 
the labour market. 
This large gap between high skilled and low 
skilled and the question of  how to bridge this 
gap, is often called the 'new social issue' 
(Rosanvallon, 1995). Usually, the term is nar-
rowed down to the question of how the grow-
ing group of  poorly qualified and/or long-term 
unemployed people and individuals who are 
totally dependent upon income support can 
be re-involved or more closely involved in so-
ciety, through the (labour) market or other-
wise. Thus, the problem is restricted to the 
structural gap between predominantly highly 
skilled insiders and a  (growing) group of 
mostly unskilled outsiders. Training, in this 
respect, is seen as the ultimate instrument 
to bridge this gap. 
1.4.1 The recruitment behaviour of 
firms as a factor in selection processes 
Reasons for this uneven distribution of  labour 
market exclusion have been looked for at both 
the supply and demand side of the labour 
market. On the demand side, recruitment 
behaviour of firms has been the subject of 
much research. Main conclusions have be-
come part of the theoretical framework of  la-
bour (market) sociology. A useful framework 
to understand the relative importance of  these 
factors and their interrelations, is that of  the 
segmented labour market, such as the typol-
ogy developed by Mok (1994). Selection proc-
esses that lead to social exclusion will take 
place mainly within both the internal and 
external secondary labour market segments; 
the firms' recruitment behaviour will be dif-
ferent according to whether the internal or 
external segment is involved. This is so be-
cause the type of jobs, and thus the type of 
workers the firms are looking for, are differ-
ent in both segments. The secondary inter-
nal segment is made up of lower skilled op-
erational staff whose knowledge is largely 
based on workplace experience. This segment 
is very sensitive to technological develop-
ments. These have resulted in a  decreasing 
demand for specialised workers. Since the 
supply remains high, employers possess a 
high degree of choice. The secondary exter-
nal market is populated with an even weaker 
set of population groups: marginal workers 
who lack specialised vocational skills and who 
have been stigmatised by social or physical 
handicaps. 
Phenomena such as 'statistical discrimina-
tion' and 'crowding' are frequently used as 
mechanisms for selecting workers in both seg-
ments. Statistical discrimination refers to the 
fact that employers do not employ certain cat-
egories of  workers because they suppose that 
they are less productive or do  not show the 
behavioural pattern that is expected, because 
of  their ethnic characteristics or gender. These 
characteristics thus become stereotyped and 
are used as arguments for not employing mi-
grant or women workers, irrespective of  their 
individual capacities. 
Crowding (or vertical segregation) is rather 
typical of recruitment behaviour regarding 
women. It is based on certain stereotypes re-
garding women (emotionality, lack of domi-
nance, manual dexterity, moral behaviour) 
and leads to a  negative selection, directing 
women to less qualified jobs and obstructing 
their access to more desirable jobs. 
Labour market research also has illustrated 
a  third mechanism; that employers prefer 
workers that already have a similar job over 
unemployed workers. This has been compared 
to a train in movement: it is easier to move 
from one compartment to the other than to 
jump on the train. The long-term unemployed 
are particular victims of  this mechanism and 
are the more so, the longer they remain un-
employed. 
A more general factor is that of'social closure', 
which is operated not only by employers but 
also by workers and their organisations that 
are already 'in'. Access is limited by defining 
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conditions of entrance that are not related to 
the job capacities that are required. These 
conditions can be formal (diploma, age, un-
ionisation) or informal ones. The latter relate 
to personality or attitudes. 
Substitution effects are another important 
element. With the recent return to higher and 
sustained growth figures, the related im-
provement of the labour market and policies 
that are supportive of the reintegration of  low 
skilled workers into the labour market (acti-
vation, reduction of the labour costs of lower 
paid employees), however, these effects seem 
to become less important. These developments 
have had an impact on both the substitution 
of the lower skilled in their jobs by higher 
skilled personnel, and the replacement of  the 
lower skilled through machines. 
From this brief  review of the recruitment be-
haviour of firms, it should become clear that 
it is not sufficient to increase or to amelio-
rate the human capital of persons excluded 
from the labour market. More structural and 
institutional barriers are at stake in overcom-
ing the gap between 'out' and 'in' in the la-
bour market. 
1.4.2 Trapped between unemployment 
trap and training trap 
Traditionally, poverty policies have discussed 
how to avoid the 'poverty trap', which prohib-
ited escape from poverty because of the at-
tractiveness of  subsistence income and related 
poverty schemes compared to the alternative. 
Lately, the focus has shifted to a comparable 
'unemployment trap'. In general, the unem-
ployment trap refers to the fact that an un-
employed person is not significantly better off 
when he takes up a job, and sometimes is even 
worse off.  The factors that account for  are, 
firstly, the relationship between wage and 
unemployment benefit or subsistence income. 
Sometimes, the worker also loses related ben-
efits such as higher family allowances or lower 
tax impositions. Finally, additional costs, such 
as travel or child care, often reduce the im-
provement in income obtained by the shift in 
status or even offset it totally. The question 
remains whether the non-financial dimen-
sions of  a job, as listed in Jahoda's 'latent dep-
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rivation model' (Jahoda, 1982), are enough to 
compensate for the absence, or low level, of a 
financial stimulus. Specifically, this refers to 
the labelling the unemployed as compared to 
the status of  having a job, in combination with 
socio-psychological impacts of  unemployment, 
the obsolescence of skills and the disappear-
ance of work experience and work attitudes. 
If  the total advantage is insufficient to stimu-
late the transition from unemployment to em-
ployment, unemployment beneficiaries are 
trapped in their unemployment. This unem-
ployment trap may imply a poverty trap when 
both unemployment benefits and wages are 
insufficient to guarantee a  subsistence in-
come. This is supposedly the case at the lower 
end of the US labour market, where even a 
double income sometimes does not suffice to 
obtain a decent level of living. 
A similar effect has been found when target 
group individuals taking up training courses 
are worse off, at least financially, than when 
on benefits. We  could call this the 'training 
trap'. When benefit is supplemented with earn-
ings from informal or black work, training can 
lead to a  substantial income loss. In short, 
sometimes a  financial stimulus to take up 
training is absent and the person on a mini-
mum income scheme or on unemployment ben-
efits is trapped in his/her jobless situation. 
Even if  training allowances are provided, how-
ever, other financial constraints remain. Par-
ticipation in training programmes could be 
considered a 'risky investment'. Indeed, train-
ing implies an investment because partici-
pants have to meet a  number of expenses 
(such as transport, childcare, learning mate-
rials) and are at the same time expected to 
postpone job-seeking activities. Moreover, a 
'deferred gratification pattern' is usually not 
one of  their characteristics. At the same time, 
training carries a risk because the outcome 
is far from certain. This is particularly so in 
periods of low economic activity and high un-
employment. 
On the other hand, remuneration while in 
training can not be too high. In that case, the 
inflow into training programmes would be 
very much stimulated but outflow from train-
ingto ajob would be obstructed. This perverse , 
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effect is usually avoided by the fact that train-
ing schemes are limited in duration and ac-
cessibility. However, both considerations im-
ply that an adequate remuneration while in 
training means that both the 'unemployment 
trap' and the 'training trap'1, are to be avoided. 
2. Labour market policies and 
training policies need coordi-
nation 
Why is coordination so important in this mat-
ter? Society has become more differentiated 
and therefore more complex; vocational train-
ing and labour market policies are embedded 
in these developments. The structural nature 
of long-term unemployment, the gap between 
skills and schooling, new forms of  social exclu-
sion, the number of actors involved and the 
shifting balance of power between them, the 
development of new policy instruments, the 
definition of new policy objectives, the call for 
'inclusive' policies and for integrated 'trajecto-
ries' or 'pathways' for the target groups are but 
some of the relevant developments. All in all, 
it is possible to identify four types of this in-
creasing complexity (differentiation) and of  the 
resulting need for (more) coordination. They 
are the result of the combining of two dim  en-
sions. The first refers to the axis vertical/hori-
zontal, the second to the axis actors/fields. The 
table provides an illustration of  the four types. 
In the end, these aspects can be subsumed 
· under two types of coordination: 'inclusive 
policies' and 'governance'. The former is in the 
coordination between sectors, especially be-
tween the so-called 'soft' (training) and 'hard' 
(employment) sectors. In Belgium this has led. 
to a debate about the need for 'inclusive' poli-
cies. 'Governance' is mainly about the coordi-
nation between agencies, institutions, and 
programmes in the administration of  policies. 
Coordination is particularly considered a 
problem in the field of social policies because 
of  the many institutions and agencies that are 
1  This means that three traps have been identi-
fied:  the benefits/training trap, the training/job 
trap, and the benefits/job trap that is more than 
just the sum of both former traps. 
Table 1: Coordination - levels, actors and fields 
Levels  Actors  Fields 
Horizontal  Private and  Integration 
public actors  trajectories 
Vertical  Multilevel  'Hard' and 
actors  'soft' sectors 
Source: the authors. 
active in the field.  The number of relevant 
decision-making levels (European, national, 
regional, and local) particularly increases the 
need for crossovers between policies. 
Let us first discuss the vertical dimension of 
coordination and continue with the horizon-
tal dimension. Policies often are strongly top-
down in character. Recently, new programmes 
have given more autonomy to local authori-
ties. Ideally, central government should de-
velop the general policy framework and de-
fine  objectives; this policy should then be 
implemented and realised at the local level, 
through partnership with private agencies 
and by choosing means adapted to the local 
situation to achieve the identified objectives. 
Results then should be evaluated by central 
government. 
NGOs (non-governmental organisations) are 
important providers of different kinds of vo-
cational training. They are largely financed 
from national, regional or local public authori-
ties and they often are obliged to act in 
accordance with the regulations of these au-
thorities, especially regarding labour ex-
change, unemployment provisions and other 
labour market regulations.
2  The strictest 
regulations, however, are administrative and 
budgetary ones and concern the realisation 
2  In a recent comparative research report, Frade 
and Darmon conclude that, with regard to the or-
ganisations providing training, a considerable shift 
in the status of  these organisations has taken place: 
from the public to the private and/or voluntary sec-
tor. Furthermore they notice the increasing intro-
duction of  competition in the sector, in the form not 
of a proper training market, but of  quasi or pseudo 
markets differently defined according to the rules 
for tendering (Frade and Darmon, 1998: 1). 
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of higher targets with fewer and stricter con-
trolled means that cannot be used as flexibly 
as is needed, given the target groups' charac-
teristics and needs. Some experiences suggest 
that NGOs must often take on the responsi-
bilities of (local) public authorities that are 
often more concerned with obtaining their full 
share of available funds and then spending 
it, not on new projects, but on their regular 
activities. 
Sometimes, actors from civil society oppose 
the public authorities' idea of  what vocational 
training policies should and could be. This can 
be explained by the fact that they possess the 
professional capacity and do most of  the work, 
whereas the other side gets the money. NGOs 
however, at least not the ones that are active 
in training, do not control the levers of  power. 
Some do,  such as pillarised3  organisations. 
The plurality of these welfare organisations 
and their different organisational interests 
adds complexity to coherent planning and 
coordination and common initiatives. 
Decentralisation is primarily a vertical proc-
ess, influencing the way in which policies are 
formulated: from the top down or from the bot-
tom up. However, it has an important horizon-
tal dimension: it  necessitates (better and more) 
coordination between authorities, public serv-
ices, social partners and NGOs at the local 
level. This coordination is complicated by a 
large variety of institutions and agencies op-
erating at an intermediate level; these are 
public, semi-public and non-governmental or-
ganisations. Do local authorities have the pow-
ers for this? Does the central (regional) gov-
ernment offer new possibilities to local 
authorities so as to develop more autonomous 
policies, or are local authorities rather used as 
an instrument to get more grip on the hetero-
geneous and incoherent field of initiatives? 
3  Pillarisation refers to the vertical segmentation 
of  civil society according to ideological lines, a phe-
nomenon that still dominates Belgian society and 
used to be even more important in the Nether-
lands. It  implies that the whole range of  organisa-
tions (labour unions, mutual aid societies, social, 
economic, cultural and even leisure associations) 
is duplicated for each 'pillar' (the catholic, the so-
cialist and the liberal) and that they are financed 
from public funds. 
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What is the position, the role of the 'regular' 
(subsidised) private welfare sector in these pro-
grammes? With concepts such as 'policy net-
works' and 'inclusive policies', some partici-
pants try to structure the new framework that 
has emerged from the recent changes in insti-
tutional relationships and the socio-economic 
conditions. 
The crucial question is how the different ac-
tors co-operate in order to achieve a coherent 
policy with common objectives, a coherent set 
of measures and a  smooth partnership be-
tween the different actors. 
Two levels can be distinguished: the policy level 
and the service level. For each level we have 
to define the coordination objective separately: 
Approaching vocational training policies from 
the point of  view of  coordination (between dif-
ferent fields, between different levels) helps 
us to identify several crucial problems. We 
mention the most important ones: 
2.1 Coordination or 'creaming off' 
One of the problems is that the success rate 
of policies and projects is often influenced by 
the fact that the long-term unemployed and 
other disadvantaged groups are not only 
marginalised in the labour market. They also 
are at a  disadvantage in selection for re-
integration programmes, and thus further 
excluded from the labour market and society 
as a  whole (Nicaise et al.,  1995:  70-82; 
O'Connel, 1997: 122, 135). 
A bottom-up approach that focuses on the 
most marginalised groups (people on means-
tested benefits) should enable us to find ex-
amples of good and bad practice. These refer 
to measures that have been taken in order to 
promote access for these groups to the differ-
ent programmes, or to examples of why this 
access is not successful in employment meas-
ures that should be accessible to people on 
means-tested benefits. 
2.2 Coordination or a lack of continuity 
The majority of the people receiving means-
tested benefits have been excluded from the Selection, social exclusion and training offers for target groups
Table 2: Different levels and outcomes of coordination efforts
Level of coordination
Policy level (national and/or regional  government,
local authority)
Development  of a clear policy perspective and of
concrete policy objectives. Translation of these
objectives into a coherent set of policy pro-
grammes and measures (including  avoiding of
perverse effects, such as 'training traps'and
'unemployment traps').
Service level (service providers  can be national  or
regional employment  offices or welfare offices,
local services  administered by local authorities or
by NGOs)
Offering  a complete and coherent set of services  to
people of working age receiving means-tested
benefits. Focus on organisational and institutional
dimension.
lndividual level (target group level) Develop'trajectories'  or'pathways' according  to
the individual needs of the applicants so as to
improve their (social, cultural, economic) capital
needed for integration on the labour market.
Soun'e'. Vranken  and Geldof,  1999.
(primary) labour market for a long time. They
were excluded because of their lack of skills
and during the - sometimes extended - pe-
riod of exclusion, they added a number of
other deprivations. They have lost their self-
confidence,  family problems have arisen, of-
ten resulting in psychological problems. Strat-
egies that were developed for coping were
perhaps very effective for non-labour  market
issues, but constitute a problem for getting a
job. Thus, diverse inputs are necessary to re-
develop their employability and reintegrate
them into the labour market, such as work
ethic and work attitudes, vocational training,
on-the-job training, work experience. A cru-
cial question concerning coordination, there-
fore. is whether these different activation
measures can be integrated into a coherent
pathway or trajectory for the participants.  Are
the different measures meant for promoting
re-entry to the labour market sufficiently com-
plementary in time and content? Are perverse
effects identified and taken into account?
Important perverse effects are the'unemploy-
ment trap' and the lesser-known  but evenly
important 'training trap'. A bad trajectory
from labour market exclusion to labour mar-
ket inclusion gives participants the impres-
sion that they are turning around in circles
or'invites'them to step out of the process and
return to their former state.
An important problem for many participants
in vocational training is the lack of perspec-
tive: training or some work experience is of-
fered for a certain period (a number of weeks,
months, and sometimes one or two years).
During this programme,  or at its end, a
number of participants find their way (with
or without guidance)  towards the labour mar-
ket. Another group of participants,  however,
is not able to bridge this gap or is unable to
remain in the labour market. Their only per-
spective seems to offer a return to unemploy-
ment schemes or means-tested benefits.
2.3 Coordination or perverse effects
(unemployment  and training traps)
Coordination between the different benefit
schemes and employment and training pro-
grammes is crucial to avoid or reduce unem-
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ployment and training traps. These traps 
should not be restricted to their direct finan-
cial impact; they also include the indirect fi-
nancial consequences of taking up a job and 
the social and socio-psychological facets of  this 
change in status (see above). We  are refer-
ring to the status of the job offered, the work 
satisfaction, the trade-off between care for 
children or parents and the income and sta-
tus that accompany a job. These non-finan-
cial dimensions do not always aggravate the 
gap, they sometimes compensate for an in-
sufficient income gain or even for an income 
loss. 
2.4 Coordination with other services 
Employment services traditionally care for 
the unemployed, social services for people on 
means-tested benefits. The reason for this 
distinction is that people on means-tested 
benefits usually are not considered to be fit 
for the labour market. Moreover, employment 
services often are linked - directly or indi-
rectly- to a logic of contributions, whereas 
other social services are financed from gen-
eral revenues (taxes). 
Recently, social services have become increas-
ingly involved in employment programmes. 
Coordination between these two government 
services is crucial. Furthermore training and 
employment programmes are often realised 
in cooperation with NGOs. In this case coor-
dination becomes even more important. 
2.5 Coordination at the local level 
The local level often is described as the only 
one at which coordination is realised in a more 
substantial way rather than  just  formally. The 
reason is that the local level is the meeting 
point for concrete actions by different actors 
(clients and providers) and programmes; it is 
the level that relates directly to the level of 
practices. This means that the results of ef-
forts to coordinate immediately become vis-
ible. 
In many European countries this level has 
become more important in the fight against 
poverty and also in the development of local 
employment policies. Another aspect is that 
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the NGOs have become more prominent be-
cause of recent welfare state developments. 
These provided them with the means to keep, 
and to increase their hold on, numerous as-
pects of the citizen's life. Government subsi-
dies and private initiative go side by side in a 
number of  fields. This means that a relatively 
autonomous field of'training and employment 
programmes' has developed from private ini-
tiative but it survives thanks to support from 
public authorities. Private initiative and pub-
lic subsidy often form a particular relation-
ship. Formal policy objectives are often 
adapted under practical pressure and power 
relationships. Recently, many initiatives, 
agencies, and projects have developed outside 
the traditional structures or are only loosely 
related to them. 
This often creates coordination problems on 
two different levels: between the policies of 
the central or regional government and the 
local authorities, and between local authori-
ties and other local actors (NGOs). To  start 
with the latter, the training initiatives we are 
discussing here were often initiated by small 
NGOs. Once they became successful- partly 
due to the structural character of  high unem-
ployment, partly to the innovative ways that 
training was organised and inserted into lo-
cal social and economic networks -local au-
thorities tried to recover these initiatives. 
They have a number of levers to assist this 
aim, such as control over the input of clients 
(unemployed, social assistance beneficiaries). 
Public authorities at higher institutional lev-
els want to maximise the input of funds, at 
the same time exercising a degree of control 
over local training initiatives. They promote 
new institutional arrangements and partner-
ships. One strategy is the promotion of insti-
tutional coordination. Other strategies include 
the redefining of the institutional and legal 
framework, the introduction of  new incentives 
(such as output ratios) or the creation of new 
institutions that act as 'gatekeepers' in the lo-
cal network. Special funds intended to combat 
poverty and social exclusion at the local level 
- such as the 'social impulse fund' in Flanders 
or the 'big cities' programme in the Nether-
lands- can bring about a  new relationship 
between the central and local levels. At the \ 
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national and regional levels, new forms of co-
ordination has been established. Initiatives of 
this type imply some kind of  contract between 
the different levels. The existing legal and in-
stitutional framework, the hierarchical and 
bureaucratic structures of  the public sector and 
rooted traditions, however, can create barri-
ers to institutional cooperation. 
In order to achieve good collaboration, certain 
conditions need to be fulfilled. The different 
measures offered or proposed, the obligations 
they imply, and their interrelationships 
should be clearly defined. From the point of 
view of  the clients, it should be known if  these 
measures are coherent, and that the differ-
ent actors and/or organisations involved are 
not using opposing logic. 
Several aspects are relevant to evaluation of 
training measures from this point of  view. We 
mention: 
a) the financial consequences of  participation 
(or non-participation) for the beneficiary, 
including access to or loss of secondary 
rights; 
b) prospects or perspectives for the future 
after participation; access to other pro-
grammes, measures or jobs, including the 
degree of personal choice in participation; 
c)  the impact on forms of 'social inclusion', 
including the reduction of psychological 
consequences of  isolation, the development 
or strengthening of social networks, the 
adaptation of the (working) environment 
to the specific problems and characteris-
tics of the target groups. 
Coordination then should be seen as a condi-
tion for  successful initiatives linking voca-
tional training to employment, and from the 
point of  view of  the beneficiary or participant. 
This includes: 
a) coordination at the policy level; 
b) and coordination at the service level; 
c)  in order to guarantee to the participants; 
d)  a coherent supply of  vocational training ini-
tiatives; 
e)  which improves their situation (financial, 
social, personal, employability); 
f)  and provides a real prospect of  integration; 
g)  in collaboration with all other relevant ac-
tors and institutions. 
In other words, neither the existence of dif-
ferent coordination initiatives, nor the ques-
tion of the identity of the service-provider, is 
in itself relevant; the results are, certainly 
from the point of  view of  the beneficiary. Only 
if  the result is a coherent and well coordinated 
set of measures for the clients does the or-
ganisational setting offer an example of  good 
practice. If  the result is not coherent from the 
point of view of the participant, whether or 
not coordination initiatives have been taken, 
the measures will be considered as examples 
of bad (or insufficient) practice. 
A last but important point is the question of 
whether coordination was a  policy objective 
in setting up the programme or organisation, 
or whether local or other actors took on that 
responsibility on their own, in order to meet 
an existing need. We are interested to know 
if, in the programme or the organisation, 
someone is made responsible for the coordi-
nation aspects and why (not). 
3. Exclusion from training 
programmes4 
Participation and non-participation in train-
ing schemes is influenced by the same set of 
variables that, in the same way,  determine 
exclusion from the labour market in general; 
gender, educational level, age, ethnicity, 
health situation. The following groups are 
underrepresented in training programmes; 
women, the lower educated, the older unem-
ployed, the migrants, and the disabled. In 
short, certain groups of unemployed to be 
more excluded than others. 
4  This chapter will mainly be based on Darmon and 
Frade, 1998, pp.69 en; Nicaise et al., 1995, pp. 146. 
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Exclusion from training offers for target 
groups and its causes can be studied from dif-
ferent perspectives: an institutional, an eco-
nomic, a psychological, a socio-cultural and a 
policy perspective (see Nicaise and Bollens, 
1998: 121-153). The institutional point of  view 
explains how people are excluded by not com-
plying with administrative selection criteria; 
being officially registered as unemployed, the 
minimum duration of unemployment and 
additional criteria. The need for economic ef-
ficiency obviously constitutes the most impor-
tant single factor of exclusion from training 
programmes. Stricter funding frameworks 
seem to result in processes of  creaming-offthe 
target group. From a  psychological point of 
view it is the non-correspondence of training 
provisions to the needs and motivations of  the 
unemployed that mainly cause exclusion. 
These psychological factors - needs and 
motivations- will be illustrated by different 
typologies of the unemployed with regard to 
their motivational level (see paragraph 3.4). 
The cultural factor has been so  mew  hat un-
derestimated in these processes of  exclusion 
and inclusion with respect to (selection for) 
training offers.  Indeed, the process (se-
quence) of 'input-throughput-output' of tar-
get groups in training initiatives carries an 
important but underestimated component of 
cultural confrontation. This can be subsumed 
under the question: how do training initia-
tives succeed in overcoming the confronta-
tion between the target group's 'culture' and 
that of the dominant labour market (we are 
not referring to 'social economy' initiatives'), 
if,  indeed, they aim to bridge that gap. In 
this part, exclusion through cultural clashes 
between the dominant culture of the train-
ing staff and the subculture of the unem-
ployed, will be discussed. 
In the last paragraph the effects of general 
(labour market) policy with respect to exclu-
sion from training programmes will be dis-
cussed. From this policy point of view, atten-
tion will be paid to the recent trends in policy. 
Among them are budgetary constraints, acti-
vation in labour market policy, decentralisa-
tion, the emphasis put on a preventive policy 
by the European countries and the 'hot topic' 
of the unemployment trap. 
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3.1 Exclusion through selection 
procedures (institutional) 
3.1.1 Who is entitled to participate? 
Administrative criteria 
Eligibility for training programmes not only 
depends on a person's position in the labour 
market but also on more general characteris-
tics, as is shown by training for immigrants, 
drug addicts, disabled people, social welfare 
recipients, ethnic minorities, or gypsies. With 
respect to labour market position, three main 
categories can be identified: persons employed 
in the regular labour market, persons em-
ployed in the black labour market and the 
unemployed. There are, however, important 
subdivisions within each category. A first type 
within the first category is the employed who 
work full-time in the formal or regular labour 
market, which is supposed to be the ideal la-
bour market situation. In a  lesser position 
within this category of  the regularly employed 
are those who work part-time. Those who are 
engaged in temporary employment, seasonal 
employment, homework, or other kinds of 
atypical work constitute the third category of 
the employed in the formal labour market. 
These forms of atypical work are not neces-
sarily informal jobs or illegal/black market 
activities. Jobs within this informal or 'black' 
labour market are not regulated or protected 
by work legislation or other forms of social 
security and suffer from poor working condi-
tions. On the other hand there are the unem-
ployed, with one group that are registered as 
such and another who are not. The registered 
unemployed, in turn, can be entitled to a ben-
efit or not. Schematically the following labour 
market positions can be discerned: 
0  full-time employed in the formal labour 
market; 
0  half-time employed in the formal labour 
market; 
0  employed in the informal labour market; 
0  registered unemployed entitled to a  ben-
efit; 
0  registered unemployed not entitled to a 
benefit; 
0  unregistered unemployed. 
( I 
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3.1.2 Officially registered unemployed 
In most European countries only one of  these 
six categories is able to participate in a train-
ing programme: the registered unemployed 
entitled to a benefit.5 Although there seems 
to be a recent trend to open up training ini-
tiatives for social assistance beneficiaries in 
some countries, most of the training pro-
grammes focus on the officially registered un-
employed only. This is a consequence of the 
way in which labour market programmes are 
often closely linked to the social benefit sys-
tem. Only when an individual is allowed to 
claim an unemployment benefit can she or he 
gain access to training programmes with the 
aim of  reintegrating them into the labour mar-
ket. As a  consequence the most vulnerable 
groups- those employed in the informal la-
bour market, the registered unemployed not 
entitled to benefit, and the unregistered un-
employed - are excluded form the pro-
grammes. 
In addition, this group of unregistered un-
employed seems to grow every year, causing 
most European countries feel  the need to 
brighten up their unemployment statistics 
regularly. This is less the case for countries 
that have a limited duration for entitlement 
to unemployment benefits, because most in-
dividuals are no longer registered as unem-
ployed after the termination of their period 
of entitlement. In other countries, the offi-
cial unemployment count has been subject 
to all manner of artificial intervention in 
order to avoid further inflation of  the unem-
ployment rate. This means that a number of 
people who would, under other definitions, 
belong to the category of registered unem-
ployed receiving benefit are referred to other 
5  For those working in the formal labour market 
(other types of) training programmes are also ac-
cessible but they are less relevant with respect 
to the theme of  social exclusion and therefore they 
will not be discussed in this contribution. This 
contribution will focus  on those training pro-
grammes that strive for full-time employment in 
the formal labour market for their trainees, a 
position which is already being achieved by the 
category of full time working people in the for-
mal labour market. 
categories that are ineligible for programmes 
designed to combat exclusion from employ-
ment. Single parents in the UK, the 'disa-
bled' in the Netherlands and the older un-
employed are examples of groups that are 
considered as being out of the labour mar-
ket (Nicaise et al., 1995). Their total number 
is regarded as 'global underemployment', 
which can be estimated in Belgium, for ex-
ample, at about double the number of the 
officially registered unemployed. 
In addition to this, vulnerable people can also 
be found in the category of those already en-
gaged in paid labour (Beweging ATD-Vierde 
Wereld, Lutte Solidarite Travail, 1998). The 
intensification of international competition 
has led to a growing need for labour market 
flexibility.  Flexibility of the organisation of 
production seems necessary in the face of  tech-
nological change. Flexibility of  workers is ex-
pressed in terms of  multi-skilling or mobility 
from task to task; flexibility of  jobs, in terms 
of ease of hiring and firing or of changing 
working hours and the upward and downward 
flexibility of wages (Delsen,  1995). This 
flexibilisation trend results in an increase of 
atypical employment relationships. These dif-
fer from the traditional model of  employment 
relationship, which was characterised by the 
fact that the worker had only one employer, 
worked full time on the employer's premises 
and was expected to continue doing so indefi-
nitely. Part-time work, labour-on-call con-
tracts, fixed-term contracts, seasonal work, 
agency work, home-based work, telework, 
freelancers, self-employment and informal 
work all are forms of employment that devi-
ate from full time open-ended wage employ-
ment. Many of those who engage in these 
forms of flexible labour do not have a secure 
status within the work force but occupy only 
a marginal position: they are lowly paid and 
do not enjoy legal rights or social status aris-
ing from their employment (Alcock,  1997: 
259).  These individuals are unable to take 
advantage of most labour market pro-
grammes because they are considered as 'em-
ployed', although the employment is inad-
equate because it is marginal. It can be 
expected that this group will keep on expand-
ing in the near future because of  the growing 
need for flexibility. 
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3.1.3 Minimum duration 
of  unemployment 
Except for being officially registered as un-
employed, a candidate has to comply with a 
number of other administrative criteria be-
fore he or she is able to participate in a pro-
gramme. In particular, all those who are 
funded by public authorities (local, regional, 
national or European) have to comply with a 
minimum period of unemployment. Two op-
posite goals are at stake here. On the one 
hand, the longer the required minimum du-
ration of  unemployment, the lower the thresh-
old for weaker groups since they do not have 
to compete with better trained groups. If  the 
minimum duration of unemployment is put 
at one year, it is very likely that a training 
provider will prefer someone with the mini-
mum period of  unemployment to someone who 
has been unemployed for over two years. As a 
consequence the (unequal) competition for 
those unemployed for two years is reduced 
when the minimum period of unemployment 
is fixed at two years. So, the longer the mini-
mum period of  unemployment, the less those 
with the longest period of  unemployment (the 
most vulnerable) are excluded. On the other 
hand, these face the risk of being labelled 
since they become more visible through their 
participation in specific programmes. 
The answer to this dilemma seems to be to 
offer training for all after a  short period of 
unemployment, as for example proposed by 
the Commission. Early intervention could 
prevent the occurrence or increase of a 
number of problems, such as loss of work ex-
perience, interiorisation of a  negative self-
image, reduction of network, and loss of ca-
pacity. Problems here are the dead-weight 
effects, since the probability for a short-term 
unemployed to become a  long-term unem-
ployed cannot be predicted, so that limited re-
sources could have been spent on persons who 
would anyhow have reintegrated the labour 
market before the end of the training pro-
gramme. 
If  access to training programmes is linked to 
the time a  person has been registered as a 
beneficiary (to unemployment benefits), other 
problems arise. If the period referred to is a 
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period of  uninterrupted unemployment, then 
each interruption starts a new period of un-
employment. A person with short spells of 
employment between longer and frequent 
periods of  unemployment will never reach the 
threshold. He is, in a  way,  handicapped by 
his eagerness to find a job and by his success 
in doing so.  This concept of taking into ac-
count not only the last period of unemploy-
ment but the '( un)employment career' over a 
longer period is very important. Empirical 
data do exist (in longitudinal surveys such as 
the ECHP6  but have not yet been properly 
analysed. This becomes all the more problem-
atic with respect to marginal workers who 
perform temporary or seasonal work. 
In short, the mechanisms and criteria of la-
bour market training programmes are  related 
to the very foundations of our social protec-
tion systems: the meritocratic rules of access 
to continental social security are implicitly 
transposed into the reintegration programme. 
These criteria are tailored to the needs of the 
median (unemployed) worker: the full time, 
registered, healthy, insured unemployed 
(thus, the previously full-time, stable, healthy 
worker) (Nicaise et al., 1995). 
3.1.4 Different selection criteria acting 
as a filter 
Despite the maintenance of large public or 
quasi-public training institutions for the un-
employed, training activities are increasingly 
provided by voluntary, private and non-profit 
(or 'social profit') organisations. They are 
funded by a mixture of public authorities; lo-
cal, regional, national or European (see para-
graph 3.2), which all put forward their own 
selection criteria. These criteria have to be 
met by the organisation in order to receive 
the payments of a given funding body. It is, 
however, often the case that the selection cri-
teria of the different funding bodies are not 
concurrent or are even in opposition to each 
other. In this way, a double/triple/quadruple 
filter is being created, depending on the 
number of sets of criteria put forward by the 
different funding authorities. As  a  conse-
6  European Community Household Panel. 
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quence, many people do not make it through 
the selection and are being excluded. 
The manager of a Flemish training provider 
organisation, studied within the CASEL 
project (Darmon, Frade et al., 1998) describes 
this problem very clearly: 
'(I:Are there different criteria imposed by dif-
ferent organisations?) R: These criteria vary 
according to the organisation that imposes 
them. But in the case of input criteria they 
are very different. Every organisation sets up 
its own requirements and you have to comply 
with all of them. As a consequence you have 
to create a  lot of filters with respect to the 
participants. This means that you sometimes 
have to reject people whose ideas may fit per-
fectly within the organisation, but whose du-
ration of unemployment is three days too 
short or too long or because they don't fit in 
the right pigeon-hole. So, if you depend on 
three different financing institutions then it 
is as if you put three different sieves above 
each other and in the end nobody gets through 
them anymore.' 
Selection criteria, imposed by who pays for 
the training- be it local, regional, national 
or European authorities -can  be regarded as 
one (institutional) explanation for exclusion 
from training programmes. 
3.2 Exclusion through the need 
for (economic) efficiency 
Because of the general decrease in the fund-
ing available from public sources and the 
tightening up of  the access to it, training pro-
viders are forced to organise training pro-
grammes in a cost-efficient way. Employment 
services in European countries are increas-
ingly aimed at maximising the 'penetration 
rate' of the unemployed into labour market 
training programmes. The training pro-
grammes' funding requirements and monitor-
ing procedures are more and more based on 
targets, output-driven indicators of perform-
ance, stringent conditions of payment and 
other controlling devices. The evidence gath-
ered as regards (un)employment and train-
ing policies in Europe, clearly shows that the 
greater the emphasis public employment of-
ficers place on the efficiency of the schemes 
they run, the more the people targeted - es-
pecially the most vulnerable- tend to be ex-
cluded from the schemes. 
Public versus private training schemes 
With respect to constraints coming from the 
funding structure, a  distinction has to be 
made between public (governmental) institu-
tions on the one hand and private (voluntary, 
local, non-profit, social profit) organisations 
on the other hand. The first - also chrono-
logically - type of training programmes, 
provided by the public institutions, suited na-
tional and public policy to combat unemploy-
ment. They were aimed at teaching the job 
seeker skills and qualifications required by 
the labour market. The main objective was to 
combat unemployment as efficiently as pos-
sible by meeting an explicit demand for work-
ers in a specific sector. Public organisations 
were getting paid by public authorities, who 
controlled and managed the budgetary means 
and financial resources to achieve this. As a 
result of this labour market orientation, the 
most vulnerable were often excluded. 
Private, voluntary organisations were conse-
quently created to compensate for the selec-
tion procedures applied in the public sector, 
by focusing on the most disadvantaged. Un-
like public training projects, financial support 
from public authorities for private organisa-
tions is given in the form of  a grant and comes 
from different administrations (local, re-
gional, national, European) sometimes sup-
plemented by alternative resources. Instead 
of a  labour market orientation, the private 
organisations showed a job seeker orientation 
In recent times, two important developments 
occurred. First of all there has been a  shift 
from public to private or voluntary status 
(Darmon, Frade et al., 1998). Organisations 
have recently been created as voluntary or 
private bodies, whereas those with a longer 
existence sometimes have lost their status as 
public or 'quasi-public' institutions. Despite 
the maintenance of  large public or quasi-pub-
lic training institutions for the unemployed, 
training activities are increasingly provided 
by voluntary, private and non-profit (or 'so-
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cial profit) organisations. Developments in 
this private sector have been enormous in 
recent years and seriously undermined the 
previous monopoly position of the public-
training providers. Secondly, those organisa-
tions which previously had a remit towards 
the most vulnerable- private organisations 
- have increasingly tended to direct them-
selves towards the better off,  as a  result of 
the increasing orientation of  funding require-
ments towards output/performance criteria. 
The harsher the funding requirements, the 
more the most vulnerable are excluded from 
training programmes. 
3.3 Funding requirements and the need 
for efficiency 
In assessing the harshness of the funding 
framework (and thus the possibility that ex-
clusion occurs in a given training programme) 
a number of crucial factors can be discerned. 
The extent to which these factors are present 
in a given funding structure will determine 
the harshness, and thus the effects on train-
ing provider organisations, with respect to 
exclusion from training programmes. In the 
following paragraphs, we focus on the devel-
opment of  an analytical framework that needs 
to be applied to a complete and comparable 
data set. The impression indeed arises from 
reading case studies that the situation differs 
internally in each country, according to the 
type of initiative, and that these differences 
are sometimes more relevant than the ones 
between countries. 
3.3.1 Targets and creaming off 
The most important factor in this respect is 
whether or not the funding is target-based. 
In target based training programmes, subsi-
dies are directly linked to the number of  train-
ees that find a job (and/or the number of  peo-
ple that engage in further education) after 
finishing a training programme. The organi-
sations have to show results before they are 
paid. As a logic result of this criterion, train-
ing provider organisations do  not have the 
urge to pick unemployed people who are the 
most disadvantaged or who have been out of 
work for the longest period of time. Instead, 
they will select those candidates that have the 
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greatest chance of achieving the targets put 
forward by the funding bodies. The more the 
emphasis is placed on reaching targets, and 
the higher the targets, the tighter the fund-
ing framework. Compulsion from funding bod-
ies is less strong, on the other hand, when a 
training provider organisation is subsidised 
on anther basis, for example on the basis of 
past results, on the basis of the number of 
trainees participating in the training, or of 
the kind of training provided. This variation 
should first be analysed at the national level. 
If  the short-term return-to-work rate is used 
as a funding criterion, training providers will 
almost inevitably resort to a selection proce-
dure oriented to the labour market, that is, 
focused on employability, on how job-ready the 
unemployed are. By so doing, providers ex-
pect to increase their success figures, above 
all the percentage of  jobs obtained by the un-
employed, which is the key for them to sur-
vive in a training market shaped by the fund-
ing frameworks.  These strong selection 
procedures and a  creaming off the target 
group to restrain only the most employable, 
can be seen as a natural reaction to the need 
for efficiency, enforced by the funding insti-
tutions. Creaming off  can take extreme forms, 
such as subjecting potential trainees to medi-
cal, psychological and technical tests and by 
using assessment scales, whereby the way of 
selecting only the best people is further be-
ing improved. 
The problem of  rigid targets can be remedied 
through the use of differential targets. This 
means that when placement results are used 
to assess the effectiveness of an employment 
initiative, this has to be done on not in abso-
lute but in relative terms. The number of  peo-
ple who have benefited from the programme 
should therefore be put in relation to those 
who did not benefit but who have the same 
characteristics as those who have. 
3.3.2 Tendering and competition 
in the training market 
Another factor that has an impact on the tight-
ness of  funding mechanisms is whether or not 
the funding is based on tendering and con-
tracts. The establishment of  new forms of  pub-_____________  Selection, social exclusion and training offers for target groups 
lie expenditure, based on cost-efficiency, seems 
to prefer competitive tendering as a way of  al-
locating public funds. On the other hand, the 
funding framework is less controlling when 
payments are made on the basis of an agree-
ment between the training provider organisa-
tion and the funding institution. One-to-one 
agreements between public or private funding 
bodies (such as sectoral funds in Belgium) and 
training providing organisations also remain 
an important basis for funding. However, there 
seems to be a  general trend towards public 
tendering processes which means that the 
training providing organisations are increas-
ingly competing for public funds. 
Whether funding is directly linked to the 
achievement of targets or not, all organisa-
tions, because they have to compete in the 
training market, are forced into marketing 
through placement rates. Indeed, even though 
targets may not be put forward by the financ-
ing bodies, private training provider organi-
sations will try to increase the percentage of 
trainees that find a job after finishing the 
scheme. The trend away from public provid-
ers and towards the generalisation of public 
tendering processes inevitably increases the 
competition between training organisations 
to obtain 'scarce' public money. When subsi-
dising bodies have to choose which training 
project to finance, this percentage is regarded 
as one of the most important-if  not the most 
essential- indicator. To  use this short-term 
return to work rate as a success criterion will 
lead training organisations and public serv-
ices responsible for intake to use strong se-
lection processes and creaming-off practices 
(Nicaise et al., 1995). Because of this compe-
tition for public funds among training provid-
ers, a training market has been created. This 
has resulted in the introduction of the need 
for efficiency and the assertion of a 'competi-
tive advantage' in those organisations that 
were previously oriented towards the most 
disadvantaged. The involvement of the pri-
vate sector in thsr search to secure funds has 
also resulted in increased competition and 
market strategies directed to employers. If  the 
employers' view of the training organisation 
is positive the organisation can even take over 
the function of selecting and hiring possible 
employees. 
3.3.3 Funding insecurity and short term 
solutions 
Besides the impact of  result-oriented funding, 
the period for which subsidies are given and 
the way in which subsidies are paid are im-
portant variables. In general, support from 
government is given in the form of a grant to 
be negotiated and renewed each year. Inse-
cure and irregular funding, resulting from 
precarious contracts with public authorities, 
seems as problematic as the lack of  sufficient 
funding for training organisations. This short-
term funding very much reduces an organi-
sation's capacity to work on the basis of  a long-
term plan. It  also hampers its ability to react 
quickly to a  changing labour market situa-
tion, be it on the part of the supply side (the 
job seekers) or on the part of  the demand side 
(the employers). If  training organisations are 
not allowed to build up reserves, they are to-
tally dependent on what they receive from the 
funding bodies. As a result, delays with money 
transfers to local projects can have dramatic 
consequences for the organisation. 
Financial insecurity linked to short-term sub-
sidies also renders it very difficult for the or-
ganisation to find highly qualified staff. Con-
tracts offered to the staff are only for short 
periods of time and their salary is much less 
than they can earn in other sectors of the la-
hour market. The quality and qualifications 
of the staff, in turn, influence training pro-
gramme results. Underpaid staff, or those 
with a precarious status, do not ensure pro-
fessionalism and continuity. In addition, staff 
have to spend a lot of time and energy meet-
ing all of  the necessary requirements of  fund-
ing bodies, looking for supplementary sources 
of  funding and trying to gain control over their 
organisation's expenditure. 
Short-term based funding has implications 
not only for the staff  but also for the trainees. 
Funding only covers the training itself  and is 
often inadequate to finance additional serv-
ices that can be necessary to lead the trainee 
to the labour market. Because of the lack of 
money, organisations are sometimes unable 
to guide the unemployed socially or to develop 
and apply a trajectory. Follow-up care also has 
to be dropped in this case. If this results in 
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continued unemployment after successful 
completion of  the scheme, the trainee is some-
times worse off than before the training. Con-
sequently, for the unemployed, too, training 
can be a short-term solution. 
3.3.4 Possibility of  selection and 'double 
bind tension' 
The possibility of selection implies room for 
manoeuvre for the training provider and thus 
compensates for the tensions arising from a 
target-based funding framework. If this pos-
sibility does not exist, providers are expected 
to take on any person referred to them. When 
this lack of selection possibility is combined 
with the requirement to achieve certain tar-
gets, it can lead to a  'double bind tension'. 
Indeed, training providers in such funding 
structures are bound in two ways: on the one 
hand they have to accept all those referred to 
them- including the least employable- and 
on the other hand they have to meet certain 
placement results. As a consequence organi-
sations sometimes face a dilemma: either los-
ing the funding (by not reaching the targets) 
and thus seriously putting at risk the survival 
of  the organisation or reaching the targets and 
thus putting the unemployed at risk. The de-
cision is often made at the expense of the un-
employed, by prioritising the achievement of 
placement results. The problem with 'double 
bind tension' is not so much the creaming-off 
effect excluding the most vulnerable, as is the 
case when there is a selection possibility. It is 
the quality of  jobs the trainees take up after 
finishing their training programme. A case 
study of a London training provider organi-
sation within the framework of the CASEL 
study is a clear example of this kind of ten-
sion faced by the provider. Pushed by tight 
funding conditions they were paying trainees 
between GBP 100 and GBP 180 if they ac-
cepted a job, no matter how precarious this 
job might have been (Darmon and Frade, 
1998). 
In the end, it is important to identify the de-
gree and kind of the 'double bind' character 
of  funding frameworks. Is there a correlation 
between the type of  selection, the type of  train-
ing chosen and the forms and degree of  social 
exclusion/inclusion? Indeed, the fact that 
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every unemployed person has to be accepted 
can be a positive feature, but this is not the 
case at all when it is combined with rigid tar-
gets. 
3.3.5 Range and kind of  activities 
In situations where there is a lack of funds 
and training initiatives are populated by vol-
unteers, there is much more room for engag-
ing in specific societal and political projects. 
Once the main yardstick in assessing the suc-
cess of a  training scheme is the rate of job 
placement, the training landscape changes 
drastically. Targets, combined with competi-
tion for funds in a very competitive market, 
encourages suspension of certain activities 
simply because the expected placement re-
sults cannot be met, even though these ac-
tivities might have been crucial for the 
reintegration of  certain groups of  unemployed. 
Contract renewal is increasingly based on the 
previous years' results and projects with 
'easier' targets will be preferred. As a result, 
training projects are accepted if  they fit with 
the organisation's survival needs rather than 
if  they are the most promising answer to the 
unemployed's training needs. 
Another result of this drive for efficiency is 
called, in managerial terms, product differ-
entiation. This refers to a number of activi-
ties provided by the training organisation that 
are sufficiently differentiated. The trend is 
definitely towards larger organisations that 
cover a wide range of  activities. They usually 
organise several or even all of following ac-
tivities; basic education, training for job 
search, teaching basic work habits, vocational 
training leading to certified qualifications, 
advice and guidance, 'social employment' (pro-
tected employment, either temporary or per-
manent) and even constancy. The presence of 
an array of opportunities can mean that the 
selection threshold is kept lower, because al-
ternatives are present within the organisa-
tion. Different training programmes are of-
fered according to the degree of  employability, 
differing in their effectiveness as to job place-
ment. The distance between the unemployed 
and the labour market (employability) and 
between the training and the labour market 
seem to go  together. In this way, the most _____________  Selection, social exclusion and training offers for target groups 
employable candidates can be directed to the 
programmes with the strictest targets, most 
directly linked to the labour market. Less 
employable candidates can be led to less di-
rectly work-oriented programmes (or even 'so-
cial employment') where target-based pres-
sure is not that high. 
3.3.6 Managerialism 
Under the pressure of more and more strin-
gent funding regimes, there has been a shift 
towards managerialism. Managerialism re-
fers to the adaptation of training activities to 
stringent output-related monitoring, targets 
and indicators (such as 'placement rates'). It 
is concerned with compliance with external 
procedures imposed by funding frameworks, 
with promoting the organisation in the train-
ing market and competing for funds. In a 
managerialist mode of organisation, the role 
of training managers is particularly difficult 
since they are responsible for making their 
project sustainable and they can be held re-
sponsible for that. The renewal of staff em-
ployment contracts is usually directly linked 
to the renewal of the contract by the funding 
bodies, and thus is very precarious. 
The problem, then, becomes to combine the 
goal of'efficiency' with more social considera-
tions. The economic goal and the social goal 
are often regarded as opposites: the more a 
certain initiative attains its first objective of 
economic viability, the less it achieves the 
second one of reintegrating the unemployed, 
especially the most needy, into the labour 
market. The problem of  unemployment is de-
fined in managerial terms. It is about match-
ing employers and potential employees, for 
whom the path to employment is strewn with 
all kinds of barriers. The unemployed and 
companies are considered as two 'customers' 
between whom no tension should exist since 
the goal of the training initiative it to match 
the needs of  the one partner with those of  the 
other. In that way, those who participate in 
training are seen as 'products' that can be 
delivered at the request of  the employers. Are 
the unemployed to become - preferably good 
-'products' that have to be delivered to the 
companies where jobs are available? If, how-
ever, these training organisations have to sat-
isfy firstly their efficiency criteria, is not the 
social concern then threatened and conse-
quently the position (selection) of mar-
ginalised groups/persons? 
3.4 Motivation and (non-) participation 
(psychological) 
In the selection of  possible candidates it is not 
only the administrative criteria imposed by 
public authorities that play an important role. 
Most of the organisations have freedom to 
apply their own selection criteria. 'Motiva-
tion', in the meaning of the will to improve 
one's situation, is the criterion that seems to 
be paramount importance for the training 
provider in selecting trainees. It is also a sub-
ject of discussion, for example, when com-
plaints are made by training organisations for 
not being able to fill the vacancies in their 
training programmes. Are the unemployed 
not motivated anymore and do they not want 
to participate? How can non-participation in 
training be explained? And how can partici-
pation be fostered? 
3.4.1 Typologies of  motivation 
With respect to the motivation levels of the 
unemployed, different attempts have been 
made to distinguish different groups of un-
employed and thus to develop a typology of 
motivations. An attempt to develop a typol-
ogy of the unemployed has been carried out 
by De Witte (1992). The author distinguishes 
five types of unemployed. The first group is 
called the 'moderate optimists' because their 
concern for work is only moderate, although 
most of them would like to work in the near 
future. Their expectations of  finding a job are 
favourable and they do not have problems 
with respect to their situation of unemploy-
ment. They show a positive attitude towards 
labour market programmes, though they 
seem only willing to participate when it fits 
within their plan for the future. The 'desper-
ate seekers', the second type of unemployed, 
are very much concerned with work, actively 
look for a job and experience unemployment 
as very negative. They feel frustrated in their 
search for a job and are clearly aware of the 
barriers that hamper their entrance into the 
labour market. Because of this, willingness 
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to make sacrifices to find a job and their need 
for guiding and counselling are considerable. 
The 'discouraged' also have a positive attitude 
towards work, although they only search for 
it in a moderate way. Their experience of un-
employment, however, is less problematic 
than in the group of the desperate seekers. 
The most obvious characteristic of this group 
is their pessimistic view of the future. They 
also ask the institutions to guide them in their 
search for a job in the area of  work mediation 
because they have given up hope of realising 
this on their own. The attitude of the 'ad-
justed' towards work is positive but they have 
given up searching for it. They differ from the 
discouraged with respect to the experience of 
unemployment because they seem to be ad-
justed to the situation of being jobless. The 
combination of  this unproblematic unemploy-
ment experience with a negative view of  their 
chances in the labour market explains their 
lack of interest in training programmes. The 
interest in work of the last group, that of the 
'withdrawers', is quasi non-existent, just like 
their search behaviour. In addition they ex-
perience unemployment as unproblematic 
and are the least willing to make sacrifices to 
find a job, nor do they ask social or employ-
ment services for help. On the contrary, they 
would rather 'get them off their back'. 
Another study on AIF (Actions d'insertion et 
de formation) in France reveals four types of 
trainees with different motivations towards 
training (Verdie and Sibille, 1992). The first 
group does not regard training as an invest-
ment but as a  way of spending their time. 
They are well aware of  their unfavourable po-
sition in the labour market (because of a 
handicap, health problems, or age). Their at-
titude towards the labour market is fatalis-
tic: they don't see any chance of finding a job 
at all. The second group are those who would 
like to work immediately but engage in train-
ing to improve their employment chances. The 
third group accept training as a last resort. 
They have been unemployed for a long time 
and, because of repeated failure, do  not ex-
pect to find a job. Their attitude to training 
and the labour market can be regarded as very 
negative. The last group sees training as a 
way of coping with uncertainty related to 
unemployment. 
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In a study done by Kroft et al. (1989) a typol-
ogy was drawn up of six different 'groups of 
unemployed'; conformists, ritualists, with-
drawers,) enterprising, calculating, and au-
tonomous. They differ in the way they han-
dle the three main problems associated with 
unemployment: work (and the search for it); 
time (and how to pass it); and consumption. 
The different types of  unemployed place a dif-
ferent emphasis on these three values and ex-
perience them differently. With regard to the 
attitude towards 'work' and 'consumption' and 
their view of the labour market and society 
as a whole, the authors have derived the fol-
lowing typology: 
First of all, the 'conformists' show a positive 
attitude towards work and consumption and 
try to achieve both but only by accepted legal 
means. The 'ritualists' seem to be indifferent 
to work and consumption because they have 
given up hope of  ever achieving it. If  they want 
to improve their work situation of and con-
sumption, they use only accepted means. The 
'withdrawers' attitude towards work is one of 
withdrawal (they see no further chance for 
them in the labour market) and their attitude 
towards consumption is one of  resignation. If 
they want to improve their situation, only 
accepted means are used. The attitude of  the 
'enterprising' towards work is instrumental. 
Because they show a positive attitude to con-
sumption, they regard work as an instrument 
to achieve a higher level of consumption. To 
realise this, informal and/or illegal means are 
also used. The attitude of the 'calculating' to-
wards work is conditional, which means that 
it is considered positive on the condition that 
it increases the level of consumption. For 
them, consumption is more important than 
work and all means are used to achieve this. 
Rejection of  both work and consumption is the 
attitude of the last type of unemployed, the 
'autonomous'. Their rebellious-even revolu-
tionary- attitude of rejection of both values, 
imply no use of informal means. 
The type of  unemployed an individual belongs 
to strongly influences the willingness to make 
sacrifices in order to find a job. This can be 
the case with regard to the income level, the 
contents of the job, the duration of the con-
tract (limited or unlimited duration), dura-_____________  Selection, social exclusion and training offers for target groups 
tion of  employment (full time, part time), the 
necessity to move or to commute. Because of 
the great value attached to work by the con-
formists and the ritualists they are willing to 
make many sacrifices. They are willing, for 
example, to accept hard and rather danger-
ous forms of jobs, they are ready to move 
somewhere else or to travel long hours in or-
der to find a job. Even their demands concern-
ing income are quite small. Compared to the 
ritualists and conformists, the willingness to 
make sacrifices is a lot smaller in the indi-
vi  dualist unemployed. The exercise of  a job is 
conditional and instrumental for the enter-
prising and the calculating: only when their 
high demands concerning contents and type 
of  jobs and level of  income are guaranteed are 
they are ready to take the job. Trainees also 
belonging to the fatalist category, place great 
demands on a job, but for reasons other than 
the enterprising and the calculating. Their 
low willingness to make sacrifices can be ex-
plained by the existence of a defence mecha-
nism. They make such high demands to de-
fend themselves against the reproaches of 
their social environment for their continuing 
failure in the labour market. By placing rela-
tively high requirements on work, they jus-
tify failures to the outside world in a digni-
fied way.  The autonomous, finally,  are only 
prepared to make minor concessions, because 
they are not interested in any kind of job. 
These requirements are formulated in such a 
way that their current situation prevails over 
a formal work situation. 
3.4.2 Motivation and (non) parti-
cipation in training programmes 
This perspective of the unemployed on work 
(work ethics, work attitudes) and their 
(  un)willingness to make sacrifices to achieve 
this, has a  direct impact on whether or not 
they participate in training and, equally, on 
the reasons they have for actually taking part. 
Trainees who belong to conformist, ritualis-
tic, enterprising and calculating types are 
more likely to engage in training, whereas the 
withdrawers and the autonomous are less 
likely to participate (with the fatalists show-
ing the lowest rate of willingness to partici-
pate). When they actually do take part, the 
motives are diverse. They can be pushed by 
their social environment to engage in train-
ing or they can see training as a  means to 
earn money, as the only way to a job and thus 
as a means to access a higher consumption 
level. They can be obliged by social or employ-
ment services or they can see training as a 
means for self-development. 
This can be considered important because the 
motivations and aspirations of  the trainee will 
determine whether the training results in 
success or failure for the trainees. As a conse-
quence, they have to be treated differently by 
the trainers and to be handled according to 
their background. For example, withdrawers 
have withdrawn themselves from the labour 
market because of the many rejections they 
experienced from employers. As a  conse-
quence, their self-esteem and self-confidence 
are very low.  Therefore, it can be useful for 
them to participate in training to enhance 
their ability and their confidence. For the 
autonomous, on the other hand, it is impor-
tant that trainers take into account their al-
ternative labour ethics. Conformists, in turn, 
easily become withdrawers as the duration 
of their unemployment goes on: they experi-
ence continuing failure in the labour market, 
high social costs with regard to their search 
behaviour and their social bonds are gradu-
ally destroyed. They slowly arrive at a situa-
tion of resignation and dependence on social 
services. Individual guiding of the trainees 
into a regular job could be helpful in slowing 
down, halting or even reversing this process. 
3.4.3 Correspondence of  provisions 
and needs 
Obviously, there seems to be a close relation 
between the type of unemployed and his or 
her needs and motivations. This relationship 
should be taken into account when offering 
particular services to the unemployed. Few 
long term unemployed or persons on mini-
mum benefits require only vocational train-
ing; most of them also need work experience 
and even basic education. Consequently, 
training should be considered as a trajectory 
that, step-by-step matches the needs of the 
labour market with the needs of the job seek-
ers. In short, a training programme not ad-
justed to the needs and motivations of the 
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unemployed can explain a great deal of the 
non-participation in training programmes. 
When training courses are not tailored to the 
needs of the individual, the individual is not 
motivated to participate. Therefore it seems 
to be important to take into account - along 
with the needs of the demand side of labour 
(the employers)-the needs of  the supply side 
of labour. 
These typologies do  not take into account a 
number of 'contextual' factors, such as the 
family context of the unemployed. It  is clear 
that the motivation to participate in training 
or to search for a job also depends on whether 
a family member - spouse - is employed or 
not. If  this variable is not taken into account, 
aspects of social exclusion may be biased. 
3.5 Exclusion through cultural clashes 
(socio-cultural aspects) 
A somewhat underestimated factor in these 
processes of exclusion and inclusion with re-
spect to (selection for) training offers has been 
the socio-cultural aspect, though it can ex-
plain a great deal of the exclusionary prac-
tices in labour market programmes7•  This 
socio-cultural perspective concentrates on 
training organisations as actors in an accul-
turation process. The interplay between the 
unemployed and the training providers and 
staff  takes the form of an acculturation proc-
ess, that is an interaction between a  domi-
nant culture and a subordinate one. This proc-
ess can take different forms ranging from 
assimilation- which leaves no room for dif-
ferentiation- through to inclusion- an in-
corporation which demands some form of  ad-
aptation but accepts the permanence of 
differentiation- and, in between those two 
extremes, different levels of  inter-penetration. 
This is a relevant perspective, given that it 
has become quite clear that many initiatives 
have failed- as programmes and in assisting 
the target groups - not because of their edu-
7  This paragraph will mainly be based on a  re-
search carried out by the CASEL-consortium 
(1998), of  whom CASUM has been a member, about 
the socio-cultural aspects of labour market 
(re  )integration. 
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cational, practical or organisational failures 
but because they did not take into account 
this 'hidden agenda'. 
3.5.1 Socialisation and acculturation 
patterns 
The specific question then becomes: does the 
organisation providing training choose for the 
target groups' 'culture', for the labour mar-
ket's culture or does it successfully bridge the 
gap (if any) by integrating both cultures into 
a proper 'organisational culture'? And how do 
they handle the contradiction between the 
mainstream cultures' dominant value of  work 
and the reality of lack of work? To  find an 
answer to this question, nine training 
schemes were investigated and thus nine case 
studies were carried out in four countries 
within the CASEL-project. In the compara-
tive interpretation of  these nine case studies, 
diversity in the interaction between the most 
important actors - the staff and the trainees 
-could be observed: four different patterns 
of socialisation-acculturation occurred. 
These four socialisation-acculturation pat-
terns (SAP) are in turn specific and complex 
constellations of relational characteristics. 
These characteristics are the underlying ethos 
of  the training provider organisation, the kind 
of training and the approach of the trainees, 
and the trainees' relationship to and reaction 
to those aspects. 
The SAP of'identification' (or extreme assimi-
lation) overrides the difference represented 
by the individual trainees and ultimately 
seeks to transform their personalities into 
that of  the 'ideal employee'. This type of SAP 
occurs in organisations which have a  man-
agement ethos; this means that the dominant 
characteristics of these organisations are ef-
ficiency, management, and precarious work-
ing conditions for the staff. The motivational 
approach of the trainees, that accompanies 
identification, is underpinned by a sort of'ide-
alisation' of  the labour market, as the unques-
tioned reference. In this kind of organisation 
the lack of  jobs is totally denied. Consequently, 
the emphasis is put on behaviour and atti-
tudes rather than skills and qualifications. 
The reaction of the trainees in the pattern of _____________  Selection, social exclusion and training offers for target groups 
identification is one of polarisation in atti-
tudes, which corresponds to the categorisa-
tion of  the unemployed by the staff. One group 
of unemployed were very enthusiastic and 
identified themselves very strongly with the 
staff. The other group rather showed passive 
and sometimes even critical accommodation. 
The pattern of assimilation seeks to fashion 
the trainees' attitudes and conduct according 
to a  predefined model of attitudes and con-
duct required by the labour market (au-
tonomy, motivation, and self-confidence). 
There is no recognition of  differences between 
the trainers and the trainees, and no attempt 
to override it either. This type of  socialisation-
acculturation is also the result of a manage-
rial ethos and a motivational approach and a 
strong polarisation between assimilating and 
passively accommodating trainees. 
Inclusion, the third SAP,  seeks to teach al-
ready employable trainees techniques and 
'tricks' to facilitate access to the labour mar-
ket, but allows for mutual differences. Cru-
cial factors in this pattern are the 'elitist 
ethos', which promotes individual autonomy 
of the trainees. Because they have 'room for 
manoeuvre', these organisation show the urge 
to select only the most employable and thus 
are 'elitist' in a certain way. Their view of the 
labour market is more realistic: the lack of 
job is acknowledged but access to the labour 
market still seems possible for them because 
the most  job-ready are selected. In this instru-
mental approach trainees do not have to iden-
tify with the rules, which consequently leaves 
room for mutual differentiation. The trainees 
actively adapt in order to learn to play the 
game, to learn the tricks. 
In a pattern of  adaptation-accommodation the 
aim is to make the best possible match be-
tween adaptation to the labour market and 
accommodation to the individual trainees. 
The training schemes where such a pattern 
was found are based on a 'service ethos'. This 
means that they have a special remit towards 
the most marginalised. In addition their aim 
is not mere labour market integration but in-
tegration in society as a whole: a global ap-
proach to the trainees. Training is, therefore 
only one of  the possible means fo realising the 
social as well as the professional integration 
of the trainee. This SAP comprises an easy 
relationship between actively adapting and 
more passively accommodating trainees. 
3.5.2 Implications of  this approach 
towards the unemployed 
The main causal factors for the occurrence of 
different types of socialisation-acculturation 
are undoubtedly those stemming from the 
policy and funding framework and its conse-
quence of  competition in the training market. 
The existence of this link between the differ-
ent patterns and the policy and funding 
framework is very strongly suggested in the 
case studies. If  the funding framework is con-
sidered according to its degree of harshness 
(see paragraph 3.2.2) it could be said that, the 
tighter the funding framework, the more 
likely that a pattern of identification or ex-
treme assimilation occurs in a given training 
(provider organisation). Thus the funding 
framework explains variation between the 
ethos of  the training organisation, the type of 
approach of the trainees, and the trainees' 
reaction, constituting the specific social-
isation-acculturation pattern. 
The most important implication of  this socio-
cultural approach is that the three crucial 
elements, constituting a specific kind of pat-
tern - the ethos of the training organisation, 
the approach of the trainees, and the train-
ees' reaction to both-are regarded as a rela-
tional property. They are not understood as 
much as an attribute of a  particular actor, 
whether the training staff  or the unemployed. 
In current policy, however, trainees' attitudes 
and reactions are often seen as a result of  their 
specific characteristics: they are seen as lack-
ing crucial work attitudes, for which they 
must be punished or of which they must be 
cured by different kinds of training pro-
grammes. Instead of underpinning this 'indi-
vidual deficiency model', the attitudes of 
trainees should be treated as a relational fac-
tor. This means that they reflect the position 
of  those actors in the mist of  a network whose 
main domains are the policy framework and 
the market. It should be taken into account 
that the motivations and attitudes of the un-
employed should not only be understood on a 
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psychological/attributional basis but all the 
more on a relational/socio-cultural basis. 
3.6 The social and policy context 
From a policy perspective, different develop-
ments can be discerned that have an impact 
on training provisions and exclusion from it. 
In the first place, in a number of European 
member states national budgets are under 
great pressure, which indirectly affects social 
and employment policy. The trend of active 
labour market policies also has a direct im-
pact on provision of training programmes. 
Perverse effects become all the more obvious 
when activation policies inhibit disciplinary 
characteristics, especially when the availabil-
ity and quality of  jobs, which training should 
lead to, is taken into account. The emphasis 
put on a preventive policy by European coun-
tries and the 'hot topic' of the unemployment 
trap, in addition, influences the occurrence 
of exclusionary practices. 
3.6.1 Budgetary constraints 
High unemployment is a burden on social se-
curity budgets. This became especially prob-
lematic in the 1990s, when most member 
states of the European Union were imple-
menting strict budget controls with a view to 
attaining the so-called '3  per cent norm' as 
laid down in the Maastricht Treaty; this norm 
prescribes that a member state's budget defi-
cit should not exceed 3 per cent ofGDP if  this 
state is to participate in the European single 
currency. Assigning an unemployment benefit 
to each and every unemployed person turned 
out to be very costly. Unemployment benefits 
-and thus passive labour market policies-
are under ever-increasing pressure. Policy 
measures eagerly try to reduce the pool of 
unemployed in order to brighten up their un-
employment statistics and to ensure the fi-
nancial sustainability of  the system of  unem-
ployment insurance. The development of 
active labour market policies should also be 
seen as potential saving of expenses in the 
unemployment insurance system. In conse-
quence, the breaking up of a passive system 
goes hand-in-hand with the development of 
active policies, for they serve the same pur-
pose of budgetary savings. 
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Cutting budgets also has had a direct impact 
on training policy in the sense that one tries 
to achieve the greatest results with the least 
possible means. This principle of efficiency, 
applied within the domain of training, re-
sulted in a tightening of  funding requirements 
and monitoring procedures. As mentioned in 
paragraph 3.2 these are increasingly based 
on targets, tendering, stringent conditions of 
payment, and other controlling devices, with 
all their consequences for the targeted unem-
ployed. 
The impact is different according to the spe-
cific funding mix in a particular country. State 
regulations and programmes, social-partner 
regulations, individual financial contribu-
tions, enterprise funding (joint or individual), 
tax incentives, and vouchers all play a part. 
Although 'comprehensive, systematic and lon-
gitudinal empirical data are in short supply', 
Kath (1999: 42) endeavours a 'tentative evalu-
ation' on the basis of an analysis of  the situa-
tion in Germany, the U.K., France, and Den-
mark. He asks the question whether the use 
of inappropriate instruments of funding is 
responsible or whether it is, as often claimed, 
an expression of conceptual and organisa-
tional weaknesses in the system of  vocational 
training. His answer is negative 'since it re-
flects a much too narrow viewpoint, inadmis-
sibly instrumentalising vocational education 
and training policies with their different fund-
ing regulations as deciding factors in solu-
tions. Actually they can only help offset ex-
isting imbalances within the framework of a 
comprehensive labour market policy' (Kath, 
1999: 42). This framework is perhaps provided 
by 'active labour market policies'? 
3.6.2 Active labour market policies 
Parallel with the pressure upon the passive 
system of benefits, the activation discourse 
has, in a  relatively short space of time, be-
come fashionable amongst all those involved 
with policies concerning benefit recipients and 
the unemployed. Public budgets spent on ac-
tive labour market measures keep on grow-
ing year after year. There is a growing atten-
tion towards activation not only in the policy 
world but also in the academic world, as part 
of  the debate on the future of  the welfare state -------------Selection,  social exclusion and training offers for target groups 
and the 'new social question'. More generally, 
one speaks of  the activation of  social security 
or of  the welfare state: income support policy, 
welfare policy and unemployment policy. Usu-
ally, the term is narrowed down to the ques-
tion of  how the growing group of  poorly quali-
fied and/or long-term unemployed people and 
individuals who are totally dependent upon 
income support, can be re-integrated in soci-
ety, through the (labour) market or otherwise. 
Thus, the problem is restricted to the struc-
tural gap between predominantly highly 
skilled insiders and a  (growing) group of 
mostly unskilled outsiders. 
Within the scope of  the more narrow approach 
of this so-called 'new social question', policy-
makers and social scientists in various Euro-
pean counties have, in a relatively short pe-
riod of time, adopted the notion of social 
activation into their own vocabulary. Today, 
they take activation measures or they under-
pin the activation discourse. Generally speak-
ing, this concerns policies aimed at the speedy 
reintegration into society of people who are 
excluded from the labour market and are liv-
ing off an allowance. This reintegration can 
and must, according to most programmes, 
happen exclusively via the labour market 
(Geldof, 1999). 
3.6.3 Training as an active labour 
market policy 
Activation in employment policy can take dif-
ferent forms, ranging from training and school-
ing to counselling, work experience and em-
ployment (in the normal labour market or in 
the alternative sector also called the 'social 
economy'). However, it always aims at increas-
ing labour market participation by job seek-
ers and thus stimulating labour supply. Instru-
ments for  active labour market policy have 
rapidly gained popularity in European coun-
tries, especially the instrument of training. 
Since it became clear that the poorly qualified 
were finding it increasingly difficult to cope in 
the labour market, more and more emphasis 
is placed on training. This was clearly shown 
at the Extraordinary European Council Meet-
ing on Employment, held in Luxembourg on 
20 and 21 November 1997. In the conclusions 
of the presidency, we read the following: 
'Transition from passive measures to active 
measures. 
Benefit and training systems (where that 
proves necessary) must be reviewed and 
adapted to ensure that they actively support 
employability and provide real incentives for 
the unemployed to seek and take up work or 
training opportunities. Each Member State 
will endeavour to increase significantly the 
number of persons benefiting from active 
measures to improve their employability. In 
order to increase the numbers of  unemployed 
who are offered training or any similar meas-
ure, it will in particular fix  a  target, in the 
light of its starting situation, of gradually 
achieving the average of the three most suc-
cessful Member States, and at least 20%.' 
(Conclusions of the presidency, Luxembourg 
20/21 November 1997, 53-54) 
Putting forward this percentage, as a result 
of  which most countries have to push up their 
efforts substantially, implies that the number 
of unemployed who will be able to participate 
will also increase considerably. This evolution 
exhibits positive features for the most disad-
vantaged because the chance of  participation 
will increase, but a  number of dangers are 
lurking with regard to compulsion in activa-
tion and the contradiction of activation with 
the lack of  jobs. 
3.6.4 Compulsory features in active 
labour market policies 
The range of measures in activation policies 
is very broad, but it always concerns combi-
nations of employment and benefits, even in 
the case of training. Workfare in the strict 
sense, where one is forced to work in order to 
maintain the benefit, is still, for the time be-
ing, rather exceptional in Europe (certainly 
compared to the American situation). How-
ever, workfare in the broader sense is increas-
ingly common. In the broad sense it means 
that welfare recipients are expected to make 
efforts for re-employment and reintegration 
(Andries, 1997). European countries, however, 
are moving more and more in the direction of 
learnfare: the beneficiary can be obliged to 
follow  training in order to receive benefits. 
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The improvement of  opportunity in the labour 
market (via training) can be accompanied by 
the threat of a sanction: diminishing or end-
ing unemployment benefit. Thus, increasing 
pressure is exerted on the (long-term) unem-
ployed and there has been a shift in the mean-
ing of the concept: besides the emancipatory 
angle, it now also includes a disciplinary ele-
ment. 
Compulsion to participate in training schemes 
has created much controversy, however, be-
cause it can be used as a means of  testing the 
willingness to work, and thus a means of sus-
pension from benefits. The mandatory nature 
of  recent programmes carries with it the dan-
ger of  generating additional risks of  exclusion 
for those who do  not follow the rules of the 
game properly. In addition, studies have 
shown from the literature that mandatory 
schemes are often ineffective. The fact that 
the supply of clients is guaranteed for train-
ing providers and thus that there are less in-
centives to improve the quality of training, 
can be one explanation. Secondly, compulsion 
can lead to stigmatisation of the trainees in 
the eyes of the employers and thirdly, the 
mere fact of obligatory attendance can de-
motivate the trainees, especially when the 
programme is not suited to their needs. Con-
sequently, an equilibrium should be estab-
lished between the duties (to engage in train-
ing) and the rights (the freedom of choice) of 
the unemployed. 
3.6.5 Activation and the availability 
and quality of  jobs 
The stimulation of labour supply by active 
measures, however, is very much in contrast 
with the actual lack of  jobs and high unem-
ployment rates. Indeed, unemployment is 
basically a situation of excess supply and/or 
depressed demand in labour markets. The 
low-skilled sector of-where the most of the 
trainees will end up- is already character-
ised by a  situation of excess supply. So, on 
the one hand, training can be the answer to 
the new social question by bridging the gap 
between low-skilled and highly skilled work-
ers but, on the other hand, this can only be 
done efficiently when jobs are actually avail-
able. 
166 
So,  does the Centre for Social Policy at the 
University of Antwerp (UFSIA) believe that 
activation towards the labour market is -the 
answer to the 'new social question'? 
'This new social question requires a truly new 
approach. We must move towards a policy of 
activation; a policy that is targeted at all in-
dividuals with poor qualifications, including 
poorly qualified housewives, and not just 
those who are officially unemployed. A policy 
of activation is also necessary for reason that 
marginalisation of  the poorly-qualified is not 
merely - not even primarily - a question of 
poverty. The aspect of poverty has, in fact, 
been adequately addressed. It is now prima-
rily a matter of social integration and socio-
cultural cohesion. If a further economic and 
political polarisation is to be avoided and the 
ideal of  the welfare state safeguarded, then a 
radical choice for jobs for the poorly qualified 
is indispensable' (Cantillon and Marx, 1995). 
Cantillon and Marx's plea for activation indi-
cates that there is an essential distinction to 
be made in activation policy. The wordjobs in 
the final sentence of the quote is important: 
it signifies a much broader concept of activa-
tion than is evident in many current activa-
tion measures, which are almost exclusively 
aimed at the activation of benefit recipients. 
If  one takes the option for jobs seriously, then 
this firstly implies an activation of the labour 
market rather than- or even contrary to-
activation of benefit recipients. 
Not taking into account the current situation 
of  high unemployment rates eventually leads 
to a  further marginalisation of the already 
disadvantaged, for the trainees may be forced 
to accept any jobs, no matter how precarious 
they may be in terms of working conditions 
and wages. The pressure to accept lower-
standard jobs, manifested itself in a very ex-
treme way in the London organisation already 
mentioned, where under the 'British  job start 
schemes', the long-term unemployed were of-
fered allowances should they accept a job 
within three months. 
The quality of employment is not only brought 
into question in general job-search training, 
that does not train for a particular types of _____________  Selection, social exclusion and training offers for target groups 
work. Questions can also be asked in the case 
of training programmes with a specific pro-
fessional outcome: 'For what kind of jobs is 
the training a preparation? For a pool of un-
specified (very) precarious jobs? Or for spe-
cific jobs?' In this wide field, a relatively re-
cent trend exists towards training for 'new' 
occupations. One reason for this development 
is that changes in the structure of publicly 
accepted needs requires new services and 
therefore new jobs and qualifications to carry 
them out. These new jobs can result from the 
splitting up of the job description of an exist-
ing profession into a more qualified and a less 
qualified component, or from the combining 
of several such job parts. These are mostly 
'intermediate'  jobs, which require a combina-
tion of general and technical skills ('logistic 
assistant' in Flanders, auxiliaires de  vie or 
'mediators' between neighbours in peripheral 
estates in France). The question is whether 
this new labour market that is developing and 
that is accessible to people without necessar-
ily high skills (women returnees, young peo-
ple) will integrate the segment of the second-
ary labour market? 
With regard to jobs in the so-called third la-
bour market circuit, those created for the 
unemployed who are not considered able to 
move into a normal job ever again, the status 
of the jobs can be questioned too.  These 
projects are very much dependent on subsi-
dies because self-sufficiency is hard to 
achieve. Therefore, they are not always able 
to do any more than propose temporary, sub-
sidised and informal work of  a marginal type. 
In addition, the transition from this third la-
bour market to the regular one seems almost 
impossible and no effort is made to try to re-
alise this transition. Unless the status of the 
jobs provided in this segment of the labour 
market is changed into stable, normally-re-
munerated jobs fully covered by social secu-
rity, (full-time) employment in the formal la-
bour market must still be the aim for every 
individual unemployed. 
3.6.6 Reasons for increasing popularity 
Training has become a most important part 
of  the 'activation' of employment policies and 
is therefore geared to reintegration into the 
labour market in the most cost-effective way. 
Budgets spent on active policies are growing 
rapidly, whereas those on passive policies are 
decreasing. This evolution is not very surpris-
ing given the current policy context ofbudget 
savings and the fact that this kind of  policy is 
very visible. Policy makers can actually show 
that they are doing something about the prob-
lems, and even quantify their effort. 
This approach is characterised by an indi-
vidual deficiency model. According to this 
model unemployment- especially of certain 
disadvantaged groups - is the result of indi-
vidual events or the lack of individual quali-
ties, such as an appropriate attitude towards 
work and the working environment. There 
has thus been a shift in responsibility from 
the policymakers to the unemployed indi-
vidual; The responsibility of the authorities 
lies only in the provision of  training opportu-
nities and the person who, despite those ef-
forts, remains unemployed is suspected of  not 
being willing to work. 
3.6. 7 European guideline 
for a preventive policy 
The statement 'You can't bail out a leaking 
boat without plugging the hole' of Allan 
Larsson, Director-General of DG 'Social M-
fairs and Employment' of  the European Com-
mission clearly illustrates the European idea 
of a  preventive policy. The idea is that the 
longer the duration of unemployment, the 
more difficult it will be for the unemployed to 
get out of it. Intervening at an earlier stage 
of unemployment should prevent this. The 
'plugging of the hole' therefore should hap-
pen by means of offering every young person 
a  new start before they reach their sixth 
month of unemployment and every unem-
ployed adult before reaching twelve months 
of unemployment (guidelines 1 and 2). This 
policy trend, again, is contrary to a policy tar-
geted to the (long-term) most disadvantaged 
unemployed or who show the highest risk 
profile: a curative policy. 
The problem with a preventive policy, when 
it is translated into early intervention, is that 
chances are high that dead weight will occur. 
Dead weight relates to the fact that benefici-
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aries of a programme, who would have found 
a job without following the training too, fill 
the jobs. As a result of the much larger target 
group, in which the most employable are over-
represented, the threshold for the long-term 
unemployed will be much higher because they 
have to compete with more job-ready unem-
ployed (see paragraph 3.1.1). The long-term 
unemployed will be neglected in a preventive 
policy. The group of unemployed will be fil-
tered and those who remain in unemployment 
will be the hard core unemployed. Early in-
tervention can only be justified when the un-
employed are screened on risk characteristics: 
those characteristics that result in a higher 
chance of drifting into long-term unemploy-
ment. However, these risk categories are dif-
ficult to measure. 
4. Conclusions 
Both participation in the labour market and 
participation in training programmes are 
unevenly distributed among different popu-
lation groups: women, elderly, disabled, lower 
educated and migrants are underrepresented. 
Gender, age, health situation, ethnicity and 
educational level are thus of crucial impor-
tance in explaining non-participation in the 
labour market and in training schemes. Ac-
cumulation of these factors increases the risk 
of becoming unemployed and decreases the 
chance of participating in training. In this 
way, a hard core of  unemployed and untrained 
is been created. 
The crucial factors that generate this unequal 
distribution are institutional, economic, psy-
chological, and cultural. Persons who are most 
likely to be excluded from training pro-
grammes do not comply with the administra-
tive criteria (from an institutional point of 
view). Moreover, they have fewer chances of 
finding a job after finishing the training and 
thus contribute to lower placement rates 
(from an economic point of  view), they are less 
motivated (from a psychological point of  view), 
and they identify less with the labour mar-
ket (from a socio-cultural point of  view). As a 
consequence the most vulnerable of the un-
employed-who share these characteristics-
are being excluded from training initiatives. 
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Therefore, continuing efforts should be made 
to re-integrate these 'hard core' unemployed 
and untrained. This is not an easy task, at 
least if  we take the definition of'social exclu-
sion' seriously. Social exclusion, indeed, is not 
only about unequal access but mainly about 
'fault lines' between these groups and the rest 
of the population, between their behavioural 
patterns and the dominant ones, between 
them and the institutional and cultural 
framework of society. Social exclusion often 
does not present itself in one domain. It is 
not about employment or training, but about 
employment and training. Moreover, both 
training and employment are often embedded 
in a larger network of  exclusions that encom-
passes other fields of the individual and so-
cial life of the target groups of this contribu-
tion: housing, health, associationallife. This 
reality implies that research, policies and so-
cial action have to take account of many ini-
tial factors in order to understand and rem-
edy exclusion from training initiatives. 
Moreover, the opposite of social exclusion-
the process of social inclusion-is not just 'the 
way back'. Additional obstacles can be expec-
ted, such as the restoration of  the former roles 
or of  the different forms of  inclusion (cultural, 
normative, communicative and functional). 
In spite of the strong interrelation between 
the implications for research, policy-making 
and social action, we intend to specify our con-
clusions and proposals according to these 
three dimensions. 
4.1 Conclusions for further research 
What is lacking, is a more profound under-
standing of the structures of daily life in the 
target groups. We are referring to their social 
networks, their interpretation of the direct 
and indirect societal environment, and their 
coping strategies. This kind of  knowledge can-
not be obtained through traditional surveys. 
A more qualitative approach is needed here, 
based on in-depth interviews and analysed 
with the help of specific methods (network 
analysis, grounded theory, structural analy-
ses). 
Another focal point for further analysis is the 
institutional framework of training. We refer _____________  Selection, social exclusion and training offers for target groups 
to the different 'management styles' that are 
being used by training initiatives. Some of 
them are more appropriate to helping the tar-
get groups bridge the gap between their de-
prived situation and typical behavioural pat-
terns, and the training initiatives and/or the 
labour market than others. An adapted ver-
sion of the Bourdieu &  Passeron concept of 
'cultural deficit' could be productive in this 
context, referring to the difference between 
the culture of the training initiative and the 
trainers and that of the trainees. 
4.2 Conclusions for policy makers 
Of  the many important points in this respect, 
we would like to stress the need for coordina-
tion of legislation, of initiatives. There is an 
urgent need for a governance approach to vo-
cational training initiatives, integrating the 
different stages leading from social exclusion 
to social inclusion, the different levels of de-
cision-making (from the European to the lo-
cal level) and the multiple actors (public and 
private) engaged in this venture. 
Integration into the labour market alone 
should not be the sole objective of VET. The 
ultimate goal is integration into society. We 
acknowledge the importance of  work, of  a job 
in this respect-Jahoda's 'latent deprivation 
model' has to be used as a frame of  reference. 
There are, however, parallel routes in this 
respect and the organisation of a  social 
economy sector is an important one. Social 
economy should no longer be seen as a tern-
porary solution, to be developed in times of 
economic crisis and high unemployment. Its 
logic should no longer remain the 'lower pro-
ductivity' of  a growing part of  the 'active popu-
lation'. It should become, instead, the mix of 
the different goals discussed. 
What about 'active policies' or 'activation', 
policy objectives that have become very fash-
ionable today? The most important point in 
this debate concerns the interrelation be-
tween the client, the vocational training ini-
tiative and the labour market: the need to 
increase the emancipation dimension of vo-
cational training and the potential for the 
trainee to have a job at the end of  her/his tra-
jectory. This implies not only adaptation at 
the actor dimension (training the trainers), 
but, even more so, adaptation in the cultural 
and institutional training framework and 
larger societal context. 
4.3 Conclusions for people responsible 
for training organisations 
What kind of vocational training model is to 
be developed, so that accessibility for risk 
groups and their successful participation in-
creases? Mehaut presents us with one possi-
ble answer: the integrated training model. It 
refers to training that is more integrated into 
the working situation, through its relations 
with 'the organisation (and content) of work, 
job mobility and pay conditions' (Mehaut, 
1999). The problem with this model is that it 
only refers to the relation with the (potential) 
work situation, whereas it has become clear 
that social inclusion of  the target groups usu-
ally implies taking account of  multiple exclu-
sions. The holistic model of Ott provides us 
with an alternative. 'Holistic vocational train-
ing is not just oriented towards the acquisi-
tion of technical competences. It seeks to ac-
tively encourage the self-determination of 
individuals, their social co-responsibility and 
democratic co-determination of the worlds of 
life and work' (Ott, 1999). This model, how-
ever, is too much focused on the individual 
dimension; it does not sufficiently take ac-
count of  the institutional, cultural and larger 
societal requirements that are needed to 
organise successful vocational training 
initiatives for our risk groups. The approach 
that is needed here has been discussed in 
terms of 'inclusiveness' 'governance' or 
'main  streaming'. At the level of specific or-
ganisations, this approach is to be translated 
into the development of  coherent trajectories, 
that take account of  the multiple and specific 
problems encountered by long-term unem-
ployed and subsistence income beneficiaries. 
It also means that these trajectories should 
not only take account of personal strengths 
and weaknesses of  their clientele. The behav-
iour of the actors that organise these trajec-
tories (managers, trainers) and the institu-
tional settings also have to adapt to the 
specificities of situations of social exclusion. 
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171 Abstract 
Training and employment perspectives 
for lower qualified people 
Jittie Brandsma 
Learning and a qualified labour force  become increasingly important in our societies. At the 
same time, European countries are still confronted with relatively high unemployment which 
in particular affects the least qualified or low-skilled workers.  The combination of a weak 
labour market  position and low education achievement levels, might further marginalise these 
groups of  low-skilled workers in the future if  learning becomes a necessary precondition for 
gainful employment. Appropriate training models for developing the skills of  these workers 
remain lacking. 
This paper addresses the labour market position of low-skilled workers and factors  in the 
functioning of  the labour market that might further weaken their position. It  goes on to discuss 
the issue of  training the least qualified, drawing upon European research in the area of  the 
effectiveness of  training for the unemployed and exemplary models developed in different Eu-
ropean Member States. 
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1. Introduction 
Learning becomes ever more important in our 
society. Policy documents from both the Eu-
ropean Commission and the Organisation for 
Economic Cooperation and Development, 
stress the importance of a well, if  not highly, 
qualified labour force for the competitiveness 
of national economies (EU,  1996; OECD, 
1996). At the same time various European 
countries are still confronted with relatively 
high unemployment levels, which in particu-
lar affects the least qualified or low-skilled 
workers. The combination of a weak labour 
market position and low education achieve-
ment levels, might further marginalise these 
groups of low-skilled workers in the future if 
learning becomes a necessary precondition for 
gainful employment. Appropriate training 
models for developing the skills of  these work-
ers remain lacking. 
This chapter first addresses the labour mar-
ket position of low-skilled workers and the 
factors in the functioning of the labour mar-
ket that might further weaken their position. 
Next, the issue of training of the least quali-
fied is addressed, drawing upon European 
research in the area of the effectiveness of 
training for the unemployed and exemplary 
models developed in different European Mem-
ber States. 
2. The low-skilled in a changing 
and dynamic labour market 
2.1 Low-skilled: possible definitions 
Before launching into an analysis of the 
changes in the labour market, and the impli-
cations these might have for the least quali-
fied, it is necessary to provide a definition of 
the least qualified or the low-skilled. The ter-
minology of the 'least qualified' underlines 
that education and training, or the level of 
educational attainment, is, to a certain extent, 
a 'positional good', in the sense that the link 
between a  certain level of education and a 
certain  job level can vary over time, and what, 
at a  certain moment, is considered, for in-
stance, as being a middle-skilled level depends 
on the qualification demands in the labour 
market vis-a-vis the supply of workers with 
lower or higher levels of educational attain-
ment (Brandsma 1993). 
'Least qualified' or 'low-skilled' elicits, cer-
tainly nowadays, a  connotation of being 'at 
risk' of unemployment, social exclusion or at 
least being referred to those parts of the la-
bour market with relatively little job stabil-
ity, low paid and low-skilled jobs (cf. Hannan 
et al.  1998). What is considered to be low-
skilledalso depends, partly, on policy targets 
and on national systems. In the Netherlands, 
for instance, the 'common sense' connotation 
of being low-skilled would refer to those who 
dropped out of  lower secondary education (or 
even earlier) without having obtained any 
diploma or formal certificate. Or to those 
employed in jobs which, at face-value, do not 
require much general education or job spe-
cific training. At the same time, educational 
policy defined the 'at risk' group as being all 
those that did not succeed in obtaining a cer-
tificate from any upper secondary programme, 
with upper secondary education encompass-
ing the apprenticeship system, school-based 
secondary vocational education and the last 
two or three years of general secondary edu-
cation. This establishes a rather heterogene-
ous group, encompassing (cf. Bock and Hovels 
1991): 
0  the real early leavers from lower second-
ary education; 
0  those leaving the education system after 
having obtained a  certificate from lower 
secondary education; 
0  those leaving the education system after 
having spent some time in upper second-
ary education (including vocational educa-
tion); 
0  those leaving the education system after 
having failed the final examination in up-
per secondary education (again including 
vocational education). 
Defining the 'at risk' group in this way, the 
policy target is set such that every school 
leaver should enter the labour market with a 
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so-called 'starting qualification'. This is de-
fined as being the equivalent of a  two-year 
vocational (apprenticeship) programme, 
which is considered to be the minimum level 
necessary in order to have an adequate chance 
of  obtaining a job in the labour market. It will, 
however, be clear that there are major differ-
ences within this target group. Those who 
achieved some years of  upper secondary edu-
cation (the latter two categories), have a dif-
ferent starting position in the labour market 
from those who did not. Those in vocational 
education, for instance, sometimes drop out 
during the period that they receive practical 
training within an enterprise, because the 
employer offers them a job (cf.  Brandsma 
1999), while those who have received some 
years of general upper secondary education 
appear to have more chance on finding a job 
in which continuing training is provided and, 
with that, opportunities to build a  career 
through the internal labour market (Meesters 
1992). 
In attempting to define 'low-skilled', various 
methods could be applied ranging from the 
use of  formal level of  educational attainment 
within the national education system to more 
direct measurements of actual skills (like 
numeracy, literacy or computer literacy 
skills). Hannan et al.  (1998) underline the 
differences and difficulties, as outlined with 
regard to the Dutch example, in their com-
parative analysis of'early leavers' in France, 
Scotland, Ireland and the Netherlands, and 
indicate that terms like 'at risk groups', 'early 
leavers', 'unqualified leavers' or 'persons in-
adequately prepared for labour market en-
try' are problematic and value-laden. They 
also point out the heterogeneity of the at-
risk group labelled in this way. What is con-
sidered to be at risk depends on the policy 
targets and on supply and recruitment be-
haviour, which tend to change over time. 
Hannan et al. (1998) propose -in the con-
text of their research project-the following 
definition of what they call 'lower level 
leavers': 
'Those who leave initial full-time education 
without reaching the first point of  (or first 
opportunity for)  certification within the 
upper second-level system'. 
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With this they deliberately take on board the 
earlier mentioned heterogeneity of  this group. 
They discard the International Standard Clas-
sification on Education (ISCED) level catego-
ries, which they consider as being too broad 
and too imprecise to capture the full meaning 
of'lower levelleavers'. Their definition, there-
fore, also captures those that passed lower sec-
ondary examinations or passing grades and 
those that left upper secondary education be-
fore the final examinations at this level. 
In their work for the N ewskills project, 
Murray and Steedman (1998), Mcintosh 
(1998) and Leuven, Oosterbeek and van 
Ophem (1998) took various approaches in or-
der to define where the cutting-off point for 
the definition of  low-skilled should be set. On 
the basis of this work, they conclude that, 
though using recognised qualifications ob-
tained as a proxy for the skill levels of people 
is less accurate than actual measurement of 
such skill levels, application of the ISCED 
levels can be considered an acceptable solu-
tion. Apart from the fact that data on ISCED-
level attainment are collected on a regular ba-
sis, thus providing up-to-date information on 
the proportions of  national population for each 
level of attainment, ISCED does take into 
account the differences between educational 
systems in different countries (cf.  Newskills 
1999). Using the ISCED levels, the cut-off 
point for the definition of  the low-skilled group 
in Europe was set at having obtained an edu-
cational attainment level of ISCED 2 or less, 
which equals to lower secondary education or 
less (with level1 equalling primary education 
and level 0 less than primary education). A 
possible counter argument against this cut-
off point could be that specific forms of train-
ing, like short continuing vocational training 
courses or less structured, or formalised, 
forms of training like attending seminars or 
on-the-job training, are difficult to  classify. 
Even though such forms of  training often are 
not officially certified, they might be recog-
nised as adding up to the formal skill level of 
workers, certainly within the company spe-
cific labour market. Given that such training 
is difficult to capture within ISCED, apply-
ing ISCED levels might result in a slight over-
estimation of  the number of  low-skilled work-
ers (cf. Brandsma 1999). ____________ Training and employment perspectives for lower qualified people 
The two different 'solutions' for this problem 
indicate the problematic character of demar-
cating the research (and policy) area of the 
low-skilled/least qualified. With this, is im-
plied the sensitivity of  this area for changing 
labour market and training policies as well 
as changing policy priorities. It does not seem 
to be a  wild speculation to suppose that 
whether the upper or lower boundary of the 
'at risk' group- as defined in the Dutch ex-
ample -will attract most attention and ben-
efit most from labour market measures, partly 
depends on the overall economic and labour 
market situation. To be more precise, in situ-
ations of  high unemployment and a restricted 
absorption capacity of the labour market, it 
is likely that labour market measures will -
be it intended or not- have a bias towards 
the upper boundary of  the at-risk group, while 
in situations of a low or rapidly declining un-
employment with difficult to fill vacancies, all 
attention goes to the lower boundary of the 
at-risk group (cf.  Brandsma 1993). The 
present labour market situation in the Neth-
erlands, for  instance, shows these shifts in 
attention. There the debate presently focuses 
on the possibility of  activating the real 'hard-
core' of the long-term unemployed as well as 
the possibility of  offering work to refugees not 
yet certain of  their final status. Notwithstand-
ing these possible shifts in attention, depend-
ing on the general economic and labour mar-
ket situation, there appears to be a growing 
consensus that, at least, completion of upper 
secondary education (ISCED level3) is needed 
for a good starting point in the labour mar-
ket, as is reflected by the various 'safety net' 
programmes established in various countries 
for young people that do  not continue their 
studies after lower secondary education (e.g.: 
social guarantee programmes in Spain, indi-
vidual training programmes in Denmark and 
Sweden, assistant training programmes in 
the Netherlands, 'qualification contracts' in 
France and NVQJSVQ level1 programmes in 
the UK). 
2.2 Labour market perspectives for the 
low-skilled 
Even though the economic upswing in many 
European countries might, to a certain extent, 
also bring relief for the weak labour market 
position of the low-skilled and/or long-term 
unemployed, overall this position is rather 
vulnerable. Based on IALS-data, the OECD 
(1998) comes to the conclusion that low skills 
(defined as ISCED level 2  or less) have a 
strong correlation with inadequate foundation 
or literacy skills. This does not only concern 
the whole labour force aged between 16 and 
65 years, but also the younger age cohorts of 
16 to 25 years old1• Poor literacy skills among 
young people increase the chance of becom-
ing unemployed. Even if these young people 
with poor literacy skills find employment, 
their chance of ending up in unstable and 
poorly paid jobs is substantially higher than 
young people with adequate foundation skills. 
In their comparative study across four coun-
tries, Hannan et al. (1998) show that lower 
level leavers are more likely to be unem-
ployed or in apprenticeship or labour mar-
ket schemes than being employed. Here it is 
necessary to recall their definition of lower 
levelleavers, which states that it concerns 
those who leave full-time education without 
reaching the first point of  certification within 
the upper second level, that is full-time edu-
cation system. Therefore, their conclusion 
also encompasses apprenticeship, which by 
definition means that entrants have left 
school and which is perceived by Hannan et 
al. (1998) as an alternative post-school vo-
cational training and as an early labour 
market outcome. However, in countries 
where apprenticeship training has a strong 
tradition and is highly institutionalised (like 
Germany, Austria and also the Netherlands) 
apprenticeship training is considered an in-
tegral part of  the upper secondary education 
system and those who enrol in apprentice-
ship training are certainly not perceived as 
lower levelleavers. 
In countries with high unemployment rates 
in the youth labour market, those with a 
higher educational level have significantly 
1  Though there are differences between countries 
in the sense that in some countries adequate lit-
eracy skills have been obtained even if  young peo-
ple did not conclude upper secondary education. 
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better chances of staying out of unemploy-
ment than lower level leavers. At the same 
time, it appears that the quality of  jobs held 
by lower levelleavers is less than the quality 
of  jobs (in terms of  stability, income and utili-
sation of  what has been learned) available for 
higher levelleavers. Lower levelleavers ap-
pear to be more often employed part-time in 
manual occupations, though on a steady ba-
sis. Lower levelleavers are also less actively 
engaged in the search for  another job. The 
findings of Hannan et al. (1998) indicate that 
unemployment appears to be handed down 
from one generation to the next. In addition 
to the relation between parental unemploy-
ment and the unemployment of the present 
generation, it appears that the chance of'early 
leaving' (or low level leaving) is related to such 
background variables as gender, ethnicity2, 
and socio-economic background. Young men 
are more likely to become lower levelleavers, 
as are young people from lower socio-economic 
backgrounds. At the same time young women 
have a higher chance of  being unemployed or 
in labour market schemes (including appren-
ticeship) than young men. 
These findings, and, in particular, the one 
regarding the influence of socio-economic 
background, lead Hannan et al. (1998) to the 
conclusion that the educational casualties will 
be concentrated amongst those from the most 
deprived families. Even though there are dif-
ferences between countries, this conclusion 
holds for each of the four countries included 
in the study. 
The previous section mainly addressed the la-
hour market position and perspectives of low-
skilled schoolleavers in a period of increasing 
average levels of  educational attainment. What 
is the labour market situation of  the low-skilled 
in general, including the other generations? In 
their work for the Newskills project3, Murray 
and Steedman (1998) show that, overall, the 
proportion of  the low-skilled (according to their 
2  Ethnicity has only been included as variable in 
the Dutch data set. 
3  This project encompassed France, Germany, the 
Netherlands, Portugal, Sweden, and the UK. 
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earlier definition) in the labour force is drop-
ping, with the younger age cohorts (16-28 years 
old) being substantially better educated than 
the older cohorts. Again there are differences 
between countries with regard to both the pro-
portion of low-skilled in the labour force and 
the speed with which this proportion is drop-
ping. In some countries with a relatively high 
proportion oflow-skilled (ISCED level2 or less) 
in the labour force (like the UK) this propor-
tion drops faster than in countries with a rela-
tively smaller proportion of low-skilled (e.g. the 
Netherlands), but, given the initial higher pro-
portion of the former countries, it will take 
more time for the proportion to drop to a 10% 
level than in the latter countries (Murray and 
Steedman 1998). 
Analysing data covering a period from 1985 
to 1997, Kirsch (1999) concludes that the la-
bour market position of the low-skilled 
(ISCED 0-2) is not a prosperous one and has 
deteriorated during that period (with the ex-
ception of Portugal). The likelihood of both 
unemployment and inactivity are consider-
ably higher for the low-skilled than for the 
total labour force.  Even though in all coun-
tries included in the Newskills project the 
proportion of the low-skilled has decreased, 
the likelihood of being either unemployed or 
inactive has increased during the period be-
tween 1985 and 1997. This suggests that the 
low-skilled have faced a further marginali-
sation during those years (Kirsch 1999). 
2.3 Labour market mechanisms; 
implications for the low-skilled 
2.3.1 Upskilling, deskilling 
and substitution 
2.3.1.1 Changing labour market structures 
The previous section outlined the relative 
weakness of the position of low-skilled work-
ers in the labour market as well as the dete-
rioration of this position. The question is 
whether this can be explained given that, at 
the same, time the proportion of low-skilled 
in the total labour force has dropped. It ap-
pears that there are several, more or less ri-
val, explanations referring to (among others) 
economic restructuring, upskilling, substitu------------- Training and employment perspectives for lower qualified people 
tion and segmentation. These possible expla-
nations will be discussed in this and the next 
section. 
Looking at the changes in employment struc-
ture during the 1980s and the early 1990s, it 
becomes clear that there has been a signifi-
cant redistribution between sectors with re-
gard to employment. Traditional sectors like 
agriculture, manufacturing and utilities have 
strongly declined while the service sector has 
boomed (Robinson 1997). In his analysis for 
the Newskills project, Kirsch (1999) indicates 
that employment for the low-skilled (ISCED 
0-2) has a rather segmented nature. Irrespec-
tive of country specific differences, there is a 
group of sectors where employment for  the 
low-skilled appears to be concentrated, while 
other sectors have little or no employment for 
low-skilled workers. The former group ap-
pears to consist of sectors like agriculture, 
manufacturing sectors like clothing and ex-
tractive and process industries, transport and 
hotels, catering, retailing and small repairs. 
Apart from the last four service sectors, these 
are mainly sectors in decline, which, as indi-
cated earlier, can (partly) explain the wors-
ened labour market position of  the least quali-
fied. 
At the same time, these traditional sectors 
have been the major providers of  employment 
for the low-skilled. The decline of  these tradi-
tional sectors appears not to be compensated 
for by the growth of  the service sector, at least 
not in terms of the employment of the low-
skilled, As in other sectors, employment 
growth in the service sector is mainly ac-
counted for by the increasing number of 
managerial and administrative functions, 
proximity services and personal services. If 
appears that, especially in those non-manual 
functions, skill demands have been raised as 
well, both in terms of formal educational at-
tainment requirements and in terms of  train-
ing time needed to fully master the  job (  Gallie 
1991). 
2.3.1.2 The skill-biased technology 
hypothesis versus the trade shift hypothesis 
Wage inequality literature offers two rival 
hypotheses to explain the rise in skill de-
mands. One the one hand, skill demands have 
risen as a  consequence of skill-biased tech-
nology. On the other hand, skill demands have 
risen due to shifts in the location of produc-
tion of low-skilled manufactured goods; this 
is an argument that could be related to what 
has been indicated with regard to decline of 
employment in specific sectors (Newskills 
1999). Both hypotheses assume that an in-
creased wage inequality indicates a drop in 
both the wages of and the demand for low-
skilled workers. The skill-biased technology 
change hypothesis mainly focuses on the re-
lationship between technological change (of-
ten equated with increased use of  computers) 
and the increasing demand for highly skilled 
workers (as expressed in increasing wage in-
equality). Overall, the literature suggests that 
there is a relationship between computer us-
age and the increased demand for high skilled 
labour, if an increasing wage inequality is 
taken as an adequate indicator for this. How-
ever, much of  the research undertaken focuses 
on 'computer-usage' and on subjective judge-
ments of either employers or employees, or 
both, without taking into account other 'ex-
planatory factors' (like the hierarchy or flat-
ness of  work organisations, worker independ-
ence in taking decisions, etc.) nor trying to 
find more objective indicators for actual dif-
ferences in skill demand levels. As will be ar-
gued later on, there is some evidence for con-
trary developments as well. 
The trade hypothesis focuses on the effects of 
the shift of mass production of low-skilled 
goods from highly industrialised countries to 
developing countries. This shift reduces the 
price of those goods and, in consequence, 
causes deterioration of the competitive posi-
tion of such manufacturing industries in 
highly industrialised economies, since these 
are confronted with much higher labour costs 
than developing countries. The evidence to 
support this hypothesis shows that only a 
small proportion of  the falling demand for low-
skilled labour (or the increasing wage inequal-
ity) can be explained by this (Newskills 1999). 
Nevertheless, there are various examples of 
sectors, or parts of sectors, which completely 
relocated production to the so-called 'low wage 
countries' to the detriment of (low-skilled) 
employment in Western European countries. 
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The textile industry is a very impressive ex-
ample in this respect, but it is also the case 
that  various enterprises in consumer electron-
ics replaced part of their production (of half 
fabricates) to the low wage countries. 
The wage inequality approach focuses on 
wage inequalities as an indicator of, or proxy 
for,  the changes in skill demands\ but does 
not measure the actual (changes in) the de-
mand. Other studies, like the earlier men-
tioned study of Gallie (1991) indicate that 
there has at least been a rise in the demand 
for formal educational attainment level. This 
work also indicates that this is the particular 
case for jobs in which automated and compu-
ter equipment is used, while this is much less 
the case for jobs in which such equipment is 
not used. Similar findings with regard to the 
increasing levels of  educational requirements 
and periods of additional training needed are 
indicated by Green et al. (1998) and Hasan 
and Tuijnman (1997). Again, it should be 
stressed that this work draws to a large con-
text on 'subjective' judgement of the change 
in skill demands. 
2.3.1.3 Upskilling versus deskilling; the role 
of  technology 
However, there is also evidence which seems 
to contest such findings. Some studies show 
that there is complementarity between skills 
(or skill levels) and organisational change, in-
dicating that organisational change stops 
when there is a  relative shortage of highly 
skilled workers (cf Caroli and Van Reenen 
1999; Newskills 1999). The question is 
whether it is the availability of highly skilled 
4  Above all it focuses on wage inequality as an in-
dicator of  productivity. Concerning the latter, there 
is substantial evidence that productivity is rela-
tively low for low-skilled workers if  compared with 
more highly educated workers, though the rela-
tive level of productivity of low-skilled workers 
appears to be influence by the overall level of  edu-
cational achievement of the total labour force as 
well (with higher levels of overall educational 
achievement increasing productivity among low-
skilled workers) (Nickell1998). There are indica-
tions that increasing levels of skill demand are 
related to, or stem from, increasing demands with 
regard to productivity. 
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labour that drives organisational change, or 
whether organisational change elicits an in-
crease in demand for highly skilled labour. 
Currently, evidence seems to support both as-
sumptions without (yet) giving decisive sup-
port for either one of them. 
Various authors have underlined that tech-
nological change does not automatically lead 
to higher skill demands, but that the effect of 
technological innovation on skill require-
ments is mediated by the organisational struc-
ture oflabour organisations (Carnevale 1991; 
Brandsma 1993; Keep  1997; Stern and 
Benson 1991; Tuijnman 1993). These authors 
argue that the fact that technological inno-
vation has not led to the expected increase in 
productivity and economic growth could be 
caused by a less optimal, if  not, inflexible and 
inefficient use of such technologies. Efficient 
and flexible use of the production factor tech-
nology might require flatter and more flex-
ible organisations and additional training of 
the employees working with those technolo-
gies (Tuijnman 1993). Whether or not intro-
duction of new technologies will result in in-
creased productivity and/or increased skill 
demands, partly depends on the way in which 
new technologies are employed. Available 
skills or skills to be developed, design of  work 
processes and the effects of the implementa-
tion of new technologies are very much inter-
twined, as is shown in Figure 1. 
In line with this, various authors have argued 
that whether or not upskilling takes place, 
will depend on the particular management 
strategy employed. Technology can be used 
for further rationalisation as well as for in-
novation in the organisation, providing work-
ers with greater responsibilities. In this con-
text, Brown and Keep (1998) indicate that it 
sometimes seems that the new forms of  work 
organisation, which are alleged to be neces-
sary if enterprises want to survive, are pri-
marily advocated by academics and manage-
ment gurus, but do not (or only partly) reflect 
practices in business and industry. In less 
knowledge-intensive sectors in the UK, like 
the retail sector and insurance companies, 
there appears to be a  tendency to increase 
scale and rationalise work processes in order 
to reduce costs and optimise profits. In this ___________ Training and employment perspectives for lower qualified people 
Figure 1:  Relations between the three primary production factors and education and training of 
the labour force 
New technologies 
Capital 
context, Brown and Keep (1998) come to the 
conclusion that Fordism certainly is not dead 
yet. Similar tendencies are observed for Ger-
many. In sectors where knowledge or compe-
tence is a less crucial factor, enterprises try 
to rationalise their production and work proc-
esses in order to increase profits, with the con-
sequence of  reducing employment. For work-
ers being made redundant due to these 
rationalisations, the consequence is often a 
further marginalisation of their labour mar-
ket position (cf. Tessaring 1998). 
Of course, this might concern specific enter-
prises or sectors and does not necessarily ap-
ply to the whole economy or the macro-level, 
though there appear to be country specific 
tendencies in this respect. Some studies indi-
cate that, for instance, British managers ap-
pear to require significantly lower levels of 
skills and qualifications than the EU-average 
and perceive a  skilled workforce less as a 
source of competitive advantage than their 
French or German colleagues (Coopers and 
Lybrand 1995; European Foundation for the 
Improvement of Living and Working Condi-
tions, 1998). Nevertheless, if the drop in de-
mand for low-skilled workers (which occurs 
Labour 
Source: Tuijnman, 1993 
in all OECD-countries) is taken as an indica-
tor, at least at a macro-level there appears a 
shift in employment structures towards a 
high-skill, high-performance mode of work-
ing (cf. Brown and Keep 1998). 
Labour organisations can thus choose man-
agement strategies and market profiles that 
might actually result in deskilling or in a form 
of polarisation between different groups of 
employees. An exemplary development with 
regard to the latter, is the slowly emerging 
development in some labour organisations 
that distinguishes between 'core workers' on 
steady contracts and so-called flex-workers, 
that are only employed temporarily. Keep and 
Mayhew (1998) further indicate that there are 
various alternative strategies to allow enter-
prises to cope with this competition- alter-
natives (e.g. like growth through takeover or 
new forms of Fordism) that are not based on 
upskilling and higher quality. The strong be-
lief that increasing levels of knowledge and 
skills are the core factors in increasing and 
improving performance of enterprises, does 
not take into account that there are other fac-
tors playing a role in this process as well. As 
Keep (1997) states: 
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'The other pieces include human resource 
management systems and policies(  ... ), prod-
uct market strategies, work organisation, job 
design, investment in R&D  and plant and 
equipment, supplier policies and the external 
infrastructure(.  .. ). Each element needs to be 
finely meshed with the other in order to pro-
duce the high performance organisation'. 
2. 3.1. 4 Substitution processes 
Next to the issue of upskilling or deskilling, 
there is another phenomenon that could ex-
plain the not-so-prosperous labour market 
situation of the low-skilled. As Hannan and 
Werquin (1999) indicate various studies show 
a rapid growth in the supply of  workers with 
higher educational levels across most Ell-
countries but without an accompanying and 
similar rapid growth in occupations that re-
quire such higher levels of  education. Most of 
the educational change in terms of  an upward 
shift in average educational attainment ap-
pears not to be due to an upward change in 
skill or qualification demand, but to changes 
in the supply of more highly educated labour 
(cf.  Beduwe et al.  1998; Robinson and 
Manacorda 1997; Hannan and  Werquin 1999; 
Robinson 1997). Hannan and Werquin there-
fore conclude that the research in this area 
does not support the demand-driven techno-
logical change hypothesis and that there is 
also some evidence from the same studies for 
the credentialist hypothesis (see also Biichel's 
contribution to this report on the debate on 
overqualifica  tion). 
Whereas the demand-driven technological 
change hypothesis stipulates that increased 
demand for higher skill levels due to techno-
logical innovation has led to increased aver-
age educational attainment, the credentialist 
hypothesis refers to the role educational at-
tainment or diplomas have in the recruitment 
and selection processes in the labour market. 
In this instance, education is seen in terms of 
achieved level of  diplomas and certificates are 
perceived as 'earned credentials' that indicate, 
for instance, learning capabilities, trainability 
and perseverance of the candidate. Certainly 
in situations where employers can choose 
what they like, such as high (overall) unem-
ployment and/or an oversupply of  highly edu-
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cated labour-and especially the combination 
of the two - they will opt for the highest cre-
dentials. The consequence of this is that the 
higher educated (or overeducated) substitute 
those with lower qualification levels by com-
peting with them for jobs formerly taken by 
less qualified workers, thus pushing the least 
qualified (or otherwise less attractive work-
ers) out of the labour market. There is sub-
stantial evidence that such substitution proc-
esses have occurred and most probably still 
occur in periods of economic recession 
(Brandsma 1993). At the same time, as 
Hannan and Werquin indicate, there is quite 
some evidence that the highly educated may 
enter the labour market in lower status jobs, 
but appear to become upwardly mobile after 
some years in the labour market, moving up 
to jobs that match their qualification level (cf. 
Hannan et al.  1998). Similar evidence has 
been found in various Dutch labour market 
studies (Brandsma 1993; Hovels and  Van den 
Berg 1992; Hovels and Van Dijk 1989). 
2.3.1.5 Segmentation of  the labour market 
As indicated earlier, Kirsch (1999) states that 
employment for the low-skilled has a rather 
segmented character, being concentrated in 
specific sectors of  economic activity. His analy-
sis points at a particular phenomenon in the 
functioning of  labour markets, which can pro-
vide an additional explanation for the weak 
or weakened position of  the low-skilled in the 
labour market. It concerns the segmentation 
of the labour market into different (sub)seg-
ments with differential access. 
The labour market has never been homoge-
neous. In the debates on the match between 
vocational education and the labour market 
during the 1980s, critics of  so-called planning 
approaches pointed out the neglect of  the seg-
mentation of the labour market as one of the 
weaknesses of these models. It was stressed 
that, on the one hand, graduates from a par-
ticular vocational programme could end up 
in completely different jobs (even in occupa-
tional areas for which they had not been 
trained), while within particular occupations 
or jobs one could have varying educational 
backgrounds. On the other hand, it was indi-
cated that the extent to which graduates ___________  Training and employment perspectives for lower qualified people 
would have access to that part of the labour 
market that provides relatively skilled and 
secure jobs depends on the valuation of their 
particular training by the labour market as 
well as other attributes like gender, age and 
ethnicity (Brandsma 1993). This segmenta-
tion of the labour market was considered to 
be one of the complicating, if not distorting, 
mechanisms in the match between education 
and the labour market. 
Probably the best known distinction between 
different segments is the one between the 
primary and secondary segment (  cf. Doeringer 
and Piore 1971), with the primary segment 
(or economic sector) encompassing competi-
tive and profitable sectors and enterprises 
with good prospects, that are able to offer sta-
ble jobs, good wages and career perspectives. 
The secondary segment (or economic sector) 
encompasses the marginalised sectors and 
enterprises that have to struggle to survive 
and mainly offer rather unstable, poorly paid, 
unskilled and monotonous jobs with little ca-
reer perspective. 
The distinction between primary and second-
ary segments is slightly confusing in the sense 
that it actually mixes sectors of economic ac-
tivity with the distinction between internal 
and external labour markets. Referring to the 
latter, Lutz and Sengenberger (197  4) assume 
that labour market segmentation is prima-
rily based on the recruitment, allocation and 
utilisation of qualifications. In their percep-
tion, enterprises have two options for solving 
problems in filling their qualification de-
mands: 
a) recruiting and hiring qualified staff  in the 
external labour market; 
b) training their own staff up to the level re-
quired. 
Based on this, they distinguish three seg-
ments: the internal enterprise-based labour 
market (with internal training as the drive 
for this segment); the external vocation-based 
labour market (with the availability of exter-
nal qualified labour as assumption); and the 
residual market or the market for Jeder-
mannsqualifikationen. 
Of course, this is not the only typology of la-
bour market segmentation. Althauser and 
Kallenberg (1981) for instance, indicated that 
the internal enterprise-based market and the 
external vocation-based market can be fur-
ther subdivided into a general external and 
an internal enterprise-based market, with the 
latter being characterised by vertical job-
chains or career ladders that are only acces-
sible by a  limited number of entries at the 
bottom. 
Labour market segmentation has not disap-
peared and is still an issue, though less pro-
nounced than one or two decades ago when it 
was strongly highlighted in the context of  the 
match between education and the labour 
market. What, however, appears to need more 
attention in this theoretical area, is, on the 
one hand, the inevitable changes in labour 
market structures and, on the other hand, the 
implications for access to (continuing) train-
ing and lifelong learning. With regard to the 
former,  Hovels (1999) distinguishes two di-
mensions for classifying the present labour 
market into sub-markets. The first dimension 
refers to the complexity of  the  jobs or the com-
plexity (or level) of the technical-instrumen-
tal qualification requirements. The second di-
mension is the bond to the company or the 
firm-specificity of  the qualifications. One can 
argue that the first dimension is too simple 
and restricted, actually returning to one of 
the alleged mistakes of previous planning 
methods by referring only to technical-instru-
mental qualifications and neglecting the non-
technical and non-instrumental qualifications 
that have become more and more important 
over the last decade (Brandsma 1993). How-
ever, the dimensions as such, can be relevant 
for identification of emerging sub-market or 
labour market segments. Applying the two 
dimensions, Hovels (1999) distinguishes four 
submarkets (Figure 2). 
The professional, company-specific, and re-
sidual sub-market are the same as, respec-
tively, the external vocation-based, the inter-
nal enterprise-based, and the residual labour 
market as distinguished by Lutz and Sengen-
berger (197  4). The complex sub-market is a 
new labour market segment, characterised by 
Hovels as the labour market where specific 
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Figure 2: Typology of tabour market segments according  to dimensions 'complexity'and 'bond
to the enterprise'
Complexity
+
+
Bond to
the enterprise
Source: Htivels,  1999
combinations  of professional  qualifications
and company-specific  qualifications are re-
quired (Htivels 1990, 1993). As examples he
mentions teachers, medical specialists and
mechanical engineers, working in changlng
labour-markets, requiring more and more
company-specifi  c skills.
An occupational identity might be relevant
for the complex and the professional sub-mar-
ket, but in a company specific sub-market  one
could better speak of a corporate identity,
while neither of the two concepts seems ap-
plicable for the residual market.
A tendency which cannot be fully captured
by H0vels'classification  of sub-markets, is the
differentiation  between employees that some
authors presume will become more and more
important in the near future (cf. Kessels
1996). It concerns the distinction between
'core workers' and'flex workers'. 'Core work-
ers' are employees with a strong bond to the
enterprise  where they work, and with steady
and gainful labour contracts. 'Flex workers'
are employees that either are hired on the
basis of a temporary contract or through temp
agencies. Though one could argue whether
this development is really in existence and
affecting all economic sectors to the same ex-
tent, or only partly exists on the desk of aca-
demics, there are indications that support this
distinction. Out-sourcing and retreat of en-
terprises to their core activities is a develop-
ment which has been signalled already for a
couple of years, though to different degrees
between sectors of economic activity. In the
areas of the complex sub-markets and pro-
fessional sub-markets there appears to be a
particular tendency for part of the 'non-core'
employees to be highly educated workers em-
ployed on a temporary basis. Such workers
set the present trend of so-called  'job-hoppingf ,
moving from one project to another with dif-
ferent employers,  accumulating  a wealth of
experience of applying their knowledge and
skills in different settings, and thus accumu-
lating their human capital.
The implications of this development for the
labour market position of flex workers,  needs
further elaboration. The tendency towards
flexibilisation  of the labour relations does not,
by definition, mean a weakening of the labour
market position of all flex workers. It is nec-
essary to distinguish between relatively
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highly qualified flex workers and low-skilled 
flex workers. The former will often have no 
difficulty in finding new jobs for which, given 
their qualifications and experience, they can 
demand good labour conditions. Though em-
ployed on temporary contracts, these 'job hop-
pers' have a  relatively good labour market 
position with sufficient opportunities to de-
velop their career as well as their skills and 
competencies. There is evidence that temp 
agencies have great interest in these 'job hop-
pers', providing new market niches for the 
temp agencies while meeting the demands of 
the high skilled flex-workers for flexibility and 
alteration. 
The implication of the distinction between 
core workers and flex workers for less or low-
skilled workers, might be less promising. For 
them, the flexibilisation of  the labour market 
might mean that they will be faced with peri-
ods of unemployment in-between periods of 
temporary work. Given the learning poten-
tial of the type of  jobs they will take on, and 
the temporary nature of their employment, 
neither these flex workers themselves nor the 
enterprises that hire them will be much in-
clined to invest in training and learning. For 
temp agencies too it does not appear profit-
able to invest in the training of these work-
ers. What the implications of the flexibili-
sation of the labour market might be in the 
long run for these low-skilled flex workers, is 
difficult to say. Nevertheless, developments 
in the labour market as outlined here, show 
that the labour market becomes ever more 
complex and differentiated. This will have im-
plications for lifelong learning. 
2.3.2 Summarising conclusions 
Summarising the previous, one can say that 
the deterioration of the labour market posi-
tion of the low-skilled appears to be caused 
by a  combination of factors.  Sectors of eco-
nomic activity which traditionally employed 
relatively large proportions of  the low-skilled 
have economically declined or moved to de-
veloping countries with lower labour costs, 
while other (and newer) sectors have not com-
pensated for this, since educational require-
ments are higher and have increased over the 
last decades. This segmentation of  the labour 
market, with low-skilled workers being allo-
cated to certain, declining sectors of  economic 
activity and/or jobs that are characterised by 
instability and little career and learning po-
tential, is another factor in the deterioration 
of the labour market situation of the least 
qualified. Tendencies like the distinction be-
tween 'core workers' and 'flex-workers' might 
even worsen their situation in the (near) fu-
ture. 
Economic recessions - the most recent dur-
ing the early 1990s-have further aggravated 
the weak labour market position of the low-
skilled. Average levels of educational attain-
ment have increased rapidly in most countries 
of the EU, while job openings matching this 
increase in educational level, have not kept 
up with that shift and labour markets have 
provided insufficient possibilities for the ab-
sorption of all the highly qualified labour 
market entrants. This leads to the (possible 
and plausible) consequence of substitution. 
Technological innovation does play a role in 
this, but not such a straightforward one as is 
sometimes assumed. Depending on organisa-
tional and managerial decisions, and the way 
in which work and production processes are 
designed, new technologies can lead to 
upskilling, but also to deskilling, at least for 
some of the employees. 
3. The increasing importance 
of training 
3.1 Introduction 
Concepts like learning organisations, learn-
ing societies, learning regions and learning 
economies appear to have rapidly gained 
popularity among policy makers as well as 
researchers. Though some would argue that 
these concepts are already on their decline, 
being overtaken by newer 'management' con-
cepts like knowledge management, compe-
tence management and competence develop-
ment (cf. Mulder 1999), this only seems to be 
a question of 'labelling'. 
Though the issues of  continuing training and 
lifelong learning per se are not new, they seem 
to have settled in the centre of (political and 
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public) attention more strongly than ever be-
fore. Publications like the European Commis-
sion's white paper 'Teaching and learning; 
towards a learning society' and the Organi-
sation for Economic Cooperation and Devel-
opment's report  'Lifelong learning for all' (both 
published in 1996) reinforce this impression. 
These are not the only examples. Debates on 
arrangements and incentives to increase the 
investment in training are on many a politi-
cal agenda and in various countries national 
committees or national action programmes 
been established during recent years, with the 
aim of enhancing lifelong learning if not ac-
tually establishing a  'system' for lifelong 
learning (examples are: the UK, Norway, Ice-
land, Finland, Sweden the Netherlands and 
recently also France). In the terms of the 
European Commission's white paper, the aim 
is to establish a 'learning society'. 
The common arguments underpinning the 
various training and management concepts, 
refers to the necessity of a continuous devel-
opment of knowledge, skills and competen-
cies of  the labour force in order to sustain and 
enhance the competitiveness of European 
economies and individual enterprises. With 
reference to developments such as the ageing 
labour force, globalisation of economies and 
societies, increasingly wide-spread use ofiCT 
and flexibilisation of labour and the labour 
market, it is stated that lifelong learning is 
inevitable (European Commission 1996; 
OECD 1996). In order to be able to maintain 
the competitive position of European enter-
prises, it is considered a necessity that these 
enterprises are both innovative and knowl-
edge-intensive. It is presumed that Western 
European economies should focus on knowl-
edge-based industry, products and services 
and discard more routine mass production. 
The market demands tailored goods and serv-
ices and the areas of  (financial and business) 
services, and information and communication 
technology are the most promising sectors for 
the next decade. The ability to innovate is 
perceived as a precondition for enterprises to 
meet new and increasingly differentiated de-
mands. 
The implications these developments might 
have for enterprises and their workers are 
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emphasised in a  report from KPMG (1998) 
on a scenario for lifelong learning: 
' ... lifelong learning has meanwhile become 
a  necessary precondition for further eco-
nomic success. Labour organisations of  the 
near future have definitively said goodbye 
to the organisational principles of Taylor 
and Ford. A  customer--oriented way of 
working and permanent innovation are the 
most important credos of enterprises that 
are robust enough to face the future. Con-
tinuous innovation is not only necessary 
for satisfying customers, but also for stay-
ing ahead of  competitors. The goods many 
knowledge companies produce are, moreo-
ver, often unique and only produced once, 
which makes innovation an integrated part 
of the production process. Customer-ori-
ented production and permanent innova-
tion require flat organisations with inde-
pendent, responsible and competent 
workers, capable of working in varying 
teams.' 
Whether or not this quote reflects the prac-
tices in all enterprises or only an elite group 
of learning organisations- which presently 
still seems to exist of  mainly a relatively small 
group oflarge(r) enterprises (Tjepkema 1998) 
- is difficult to say. At the same time it is not 
clear yet to what extent developments implied 
in the quote will permeate all economic sec-
tors and all enterprises, irrespective of their 
size, profitability or locality. However, it can-
not be denied that the increasing emphasis 
on flexibility, adaptability and continuous 
learning of the labour force,  directly affects 
the least qualified or low-skilled workers 
(whether employed or unemployed). Overall, 
the least qualified have a relatively weak po-
sition in the labour market and are more of-
ten confronted with (long-term) unemploy-
ment, with the risk of social exclusion in the 
long run. 
3.2 Barriers to (lifelong) learning 
The necessity for lifelong learning seems to 
be less homogeneous than often assumed on 
the basis of the dominant economic perspec-
tive on lifelong learning. At the same time, 
this dominant perspective seems to be based ____________ Training and employment perspectives for lower qualified people 
on an implicit starting point that might not 
simply be inadequate, but actually ignores 
important barriers to investment in learning 
and training. The implicit starting point is 
that all enterprise and individuals are con-
fronted with a similar necessity for learning 
and, moreover, that all individuals are equally 
stimulated to learn, just as all enterprises are 
equally stimulated to invest in training. It is 
assumed that increased learning, and in-
creased investment in learning, is good and 
that we all equally want to learn. With this 
position, important barriers to participation 
in training and lifelong learning are denied, 
which can result in the development of inad-
equate strategies to implement and enhance 
lifelong learning. 
On an individual level, important barriers to 
learning are related to motivation to learn, 
aptitude to learn and assessment of the pos-
sible benefits of  learning. Individuals that are 
not motivated to learn, or do not see the value 
added of learning, will not easily take their 
own initiatives to start learning. The work 
environment and the specific job in which one 
is working can be an important determinant 
of the motivation to learn. A work environ-
ment that does not stimulate people to learn 
and is characterised by routine jobs will not 
motivate people to learn. Certainly, if  employ-
ees have been working for a longer period in 
such a work environment, they will often have 
'dislearned' to learn and need targeted sup-
port to pass (psychological) thresholds to start 
learning again. Often restoring the aptitude 
to learn and increasing the motivation to learn 
will take time. 
At the same time, the motivation to learn can 
also be reduced and suppressed by a lack of 
clarity in the possible benefits of learning. 
This might be caused by a lack of opportu-
nity to apply what has been learned or by 
unclear, or even contradictory, expectations 
from managers and supervisors. In addition 
to this, it is very difficult for individuals to 
foresee and quantify the benefits of their pri-
vate investments. Considering that, individu-
als cannot, like large(r) firms, spread finan-
cial risks, and that it is nearly impossible for 
them to identify the optimum level of  invest-
ment-the Pareto-optimum after which costs 
will exceed benefits - investment in training 
is an even more risky undertaking for them 
than for enterprises (Brandsma 1994; Ritzen 
and Stern 1991). 
Lack of motivating work and clarity with re-
gard to the benefits of learning are not the 
only barriers to participation in learning, 
though the importance of the motivational 
factor cannot be underestimated and the work 
(or living) environment plays an important 
role in this. There are indications that the 
unemployed are more ready to enrol in labour 
market training if there is a guarantee that 
it will result in gainful employment once the 
course in finished (Brandsma et al.  1999; 
Anderson et al. 1993). 
Other barriers to participation in training can 
be the lack of a training offer that matches 
the interests and capacities of people, the lo-
cality where the training is provided (places 
difficult to reach by public transport, less safe 
areas, etc.), the lack of practical assistance 
such as child care facilities or lack of time or 
energy (Brandsma 1994). Concerning the last 
of these, Keep (1997) indicates that long-term 
unemployed or the most excluded, suffering 
from pure poverty, might not even be able to 
participate in any learning or training, given 
that they need all their time and energy just 
to survive. In a cynical way, some point out 
that even this is a form of (lifelong) learning 
(cf. Bolhuis 1999). 
3.3 The effectiveness of  labour market 
oriented trainings 
The present emphasis on the importance of 
training and learning raises the issue whether 
this can contribute to the improvement of  the 
labour market and the work situation of the 
low-skilled, and especially the (long-term) 
unemployed. Nicaise and Bollens (1998) re-
port that, at an individual level, participation 
in training can have an important effect in 
terms of  obtaining a job, but that, at a macro 
5  This section is based on the final report of the 
TSER-funded project on effectiveness of labour 
market oriented training for the long-term unem-
ployed (Brandsma et al. 1999). 
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level, the effects can be offset by dead weight 
losses and substitution. At the same time, 
they point at the 'black box issue'. Although 
there appears to be a substantial body of  work 
on long-term unemployment and training of 
(long-term) unemployed, theoretical or em-
pirical work concerning the relative contribu-
tion of the programmes' organisational, cur-
ricular and instructional characteristics and 
the interdependencies between these charac-
teristics is much less developed (cf.  Nicaise 
and Bollens 1998). 
In general, it is known that, on the one hand, 
the background characteristics of  trainees are 
related to the effectiveness of training pro-
grammes (cf. Lee 1990; West 1996), and that, 
on the other hand, the selection procedures 
and criteria, used by employers in hiring per-
sonnel, influence the extent to which the 
former long-term unemployed will be able to 
find a job, once they have finished their train-
ing (cf.  Van Beek 1993). Various research 
projects (in the Netherlands, but in other 
countries as well, cf. Nicaise and Bollens 1998) 
have shown that in training courses with a 
mixed population (short- and long-term un-
employed, women re-entering the labour mar-
ket, and those who participate on behalf of 
retraining), the long-term unemployed have 
the least chance of finishing the course suc-
cessfully, while women re-entering the labour 
market and those participating in retraining 
are the most successful. These differences in 
success rates are partially explained by the 
relatively lower level of prior educational at-
tainment of the long-term unemployed (cf. 
Den Boer 1995). 
Ethnicity and the length of  the unemployment 
period, prior to enrolment in the training 
course, also appear to have an influence, cer-
tainly on the outcome. The longer the period 
of unemployment prior to enrolment, the 
smaller the chance of  finding a job once train-
ing is concluded (De Koning and Van Nes 
1990). Ethnic minorities have a lower chance 
of finding a job after training has been fin-
ished; it might be that in this case 'discrimi-
natory creaming' plays a  role (Bavinck and 
Van der Burgh 1994; De Koning and Van N es 
1990; De Koning, et al.  1988; De Koning et 
al.  1993). In addition to this, results from 
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other evaluation studies indicate that train-
ing programmes become less effective with the 
increasing size of  these programmes and with 
the increasing heterogeneity of the partici-
pants (OECD 1998). This indicates that tar-
geted training programmes are needed, tai-
lored towards the specific capacities, interests 
and needs of specific groups of participants. 
There is also evidence of differences between 
training programmes in their efficiency and 
effectiveness (e.g. from studies from the Neth-
erlands, Denmark and Norway), which can-
not simply be explained by sectoral or regional 
differences in the labour market situation. 
But the extent to which process characteris-
tics are taken into account is rather limited 
(Nicaise and Bollens 1998). The question, 
therefore, is what causes these differences? 
If  the training (process) as such, is interpreted 
as a  black box, this question could be re-
phrased in terms of, 'what makes the differ-
ence inside the black box?' 
3.3.1 A comparative European study 
into the effectiveness of  training for the 
unemployed 
One of  the research projects funded under the 
Targeted Socio-Economic Research pro-
gramme within the fourth framework pro-
gramme of the European Commission, spe-
cifically focused on the issue of differences in 
the effectiveness of  labour market training for 
the (long-term) unemployed caused by differ-
ences in the training process and organisa-
tion. Seven countries participated in this 
project (Belgium, Denmark, Greece, Ireland, 
the Netherlands, the UK and Norway). The 
project was established as a comparative re-
search project aimed at developing a (multi-
level) effectiveness model of labour market 
oriented training for the long-term unem-
ployed. The study was structured in three 
stages, encompassing an inventory of the 
major characteristics of the various labour 
market schemes in the participating coun-
tries, comparative case studies to further de-
velop the conceptual model and a  survey 
among training providers and former train-
ees that followed  a  labour market-oriented 
training course within those training organi-
sations. The last stage was specifically in-___________ Training and employment perspectives for lower qualified people 
tended to test the model and to test which 
process characteristics of the training pro-
vided influenced the effectiveness of  the train-
ing. With regard to the 'effects' of the train-
ing, a distinction was made in the preliminary 
model, drafted on the basis of  a literature re-
view, between 'output' and 'outcome', which 
were defined as: 
a) output: finalising the course; 
b)  outcomes: finding a (stable) job related to 
the course and/or continuing in education 
or vocational training. 
The process indicators included in the study 
concerned, among others, the availability and 
offer of guidance and counselling, the inclu-
sion of  practical training within an enterprise 
(and the form of this practical training), the 
duration and practical orientation of the 
course, the enrolment procedures and crite-
ria, and the organisation and flexibility of  the 
course. 
One of  the major difficulties within the project 
concerned the substantial differences in la-
bour market training programmes run in dif-
ferent countries. Differences were, of course, 
expected beforehand, as were the problems 
with undertaking comparative research in the 
area of education and training, given the dif-
ferences in the systems. However, in dealing 
with formalised education and training sys-
tems (certainly primary and general second-
ary education), ISCED provides a certain ref-
erence framework for comparability, even 
though many problems still remain to be 
solved (Brandsma and Sherman, forthcom-
ing). Where labour market related education 
and training comes into question, the variety 
(for instance in specialisations) becomes in-
creasingly more complicated, which is further 
aggravated if programmes cannot be easily 
classified within ISCED (which at least gives 
an indication with regard to the comparabil-
ity of level6). In addition to this, it appeared 
that there were major differences between 
countries with regard to the extent to which 
training schemes were centralised or stand-
6  This particularly holds for the revised ISCED 97. 
ardised (according to content) and the extent 
to which work experience or work placement 
was included. Concerning the first of these, 
it appeared that an overall distinction had to 
be made between: 
0  national programmes encompassing cour-
ses which are provided on a national level 
(that is: courses which are similar, or more 
or less comparable, irrespective of the re-
gion or place where they are provided); 
0  national framework programmes, within 
which actual course decisions and provi-
sion are more or less decentralised (or de-
volved to a lower administrative level, like 
regional committees), and where courses 
are not, by definition, comparable between 
regions; 
0  decentralised provision of training, char-
acterised by a variety of local initiatives. 
With regard to the extent of  inclusion of  work 
experience periods, a  distinction could be 
made between: 
0  school-based courses, with only a  small 
percentage of total curricular time spent 
on practical training (either within the 
training centre or within an enterprise); 
0  mixed type courses, in which a more sub-
stantial part of  the total curricular time is 
spent on practical training in enterprises, 
or in which school-based and work-based 
training are alternated; 
0  mainly work-based courses, where the 
majority of the curricular time is spent on 
practical 'on-the-job' training; 
0  fully work-based training or work place-
ments. 
This variety made a comparative study par-
ticular complicated. This was particularly so 
since, in some of the participating countries, 
a rather wide range of different training ini-
tiatives existed (e.g. Denmark) aimed at dif-
ferent target groups, while, in other countries, 
only a  few  major schemes were run (e.g. 
Greece, Ireland), though sometimes with sub-
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stantial regional variation according to the 
actual courses provided. The Training and 
Enterprise Council (TEC)-led system in the 
UK in particular posed a problem, since vari-
ations between regions could be very large 
without having at the same time a national 
overview of what was being provided in dif-
ferent regions. This made a comparative re-
search project a particularly difficult under-
taking. Though attempts were made to 
sample training programmes or courses in 
such a way that comparability on basic issues 
was ensured (attainment level at the end of 
the training, main sector of  economic activity 
for which was trained), it was necessary to 
accept the differences in the labour market 
training systems between countries7• 
3.3.2 Major results of  the study 
Differences and similarities between 
training programmes 
Notwithstanding the problems encountered 
in actually undertaking the research, the 
study yielded some interesting results. As 
expected, the training programmes included 
in the study differed substantially according 
to organisation, content and process, though 
differences were less great than expected 
(only the duration of the course, the flexibil-
ity of curricular organisation and the extent 
to which the training organisation attempted 
to keep track of former trainees appeared to 
be significant). 
In addition to this, there were some striking 
and not-expected similarities between the dif-
ferent training programmes studied in the 
seven countries. These similarities concerned: 
7  Pure work placement schemes, where training 
is not included by regulation, have been left out. 
However, the (then running) Community employ-
ment scheme in Ireland has been included, given 
that it does by definition include training and was 
during the study, one of the major schemes. The 
focus  of the study was on training for the least 
qualified (ISCED level2 or less), but this appeared 
not to be feasible in Greece, since the major 
schemes there focus on the large group of young 
unemployed that has mostly finished upper sec-
ondary education, but not gained access to uni-
versity education. 
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0  design characteristics of the training 
courses and, in particular, the extent to 
which courses were modularised (which 
held for about two-thirds of the courses). 
However, it should be taken into account 
that the concept of modularisation can be 
confusing. Some understand it as 'cutting' 
the curriculum into blocks or periods, 
while others perceive it as a  didactical 
principle as well, where modules consti-
tute relatively independent curricular 
units encompassing, presentation, prac-
tice and evaluation, increasing the flex-
ibility of proceeding through the pro-
gramme and the trainee's influence on his/ 
her own learning process; 
0  inclusion of  job search training, often pay-
ing attention to job search training 
throughout the whole course; 
0  provision of guidance and counselling to 
trainees, again often throughout the whole 
course. Financial and economic support is 
one of the lesser support systems and, if  it 
is provided, this is mainly done by special-
ised staff (counsellors or specific trainers) 
or the employment service. In addition to 
this, guidance and counselling during the 
transition stage, i.e. during the transition 
from the training into the labour market 
(of other further training), is rarely pro-
vided. 
Former trainees 
Former trainees were interviewed on behalf 
of  the study. It appeared that the majority that 
responded had been unemployed for one year 
or less (with over a  quarter of the total re-
sponse group having been unemployed for less 
than six months), were relatively 'well' edu-
cated, with less than a fifth not having fol-
lowed any education after lower secondary 
education and that the number of respond-
ents that  left the course was remarkably small 
(only 12% of  all the respondents). At the same 
time, it appeared that two thirds of those in-
terviewed had found a job once the training 
was concluded, the majority of which stated 
that it was a steady job, which they still held 
at the time of  questioning. Those that had lost 
their job in the mean time, had mostly man-
aged to find another job. ___________  Training and employment perspectives for lower qualified people 
Given these characteristics, and especially the 
labour market situation of the trainees after 
the course and the fact that relatively little 
drop-out occurred, the possibility that the 
trainee data are somewhat biased cannot be 
excluded. It could be that those who dropped 
out of  the course were less willing to cooperate 
either for reasons of  not wanting to admit that 
they left the course prematurely or for reasons 
that they did not wanted to be reminded of  the 
course (which might also have been the rea-
son for drop-out). There is also the possibility 
that those who did not obtain a job after fin-
ishing the course were less willing to cooper-
ate. Therefore, there might be a bias towards 
the relatively more successful trainees. This 
means that the results of  the study have to be 
interpreted with a certain caution, certainly 
where generalisations are concerned. 
A key problem in finding clear relationships 
between process characteristics, was the fact 
that the variance in the 'output' and 'outcome' 
measure was relatively small, given that the 
number of  trainees that left the course before 
finishing it was very small (both absolute 
numbers and proportional) and that a rela-
tively large group of former trainees found a 
job. Nevertheless, it became clear that the 
background characteristics of the former 
trainees were not related to either finishing 
the course nor finding a job. Age, motivation 
and the duration of previous unemployment 
made no difference. Nor did there appear to 
be a significant difference between those that 
finished the course and those that did not with 
respect to finding a job. 
Programme characteristics influencing 
drop-out 
Five course characteristics appeared to influ-
ence drop-out (that is leaving the training 
early): 
1.  the design of  the practical training; this in-
fluenced drop-out slightly according to its 
approximation of  work practice. The closer 
practical training was to real work prac-
tice, the higher the chance that a trainee 
would not finish the course, a finding which 
appears to be in line with the assumption 
concerning the 'pull impact' of providing 
practical training within an enterprise 
(Section 3.1). It also appeared to be in line 
with the fact that finding a job was the 
major reason for leaving the course before 
its conclusion. Whether, in the long run, 
the  jobs found will be steady, full-time jobs, 
or temporary insecure jobs, could not be 
investigated. For this a longitudinal design 
running over a longer period is needed; 
2.  the flexibility of the curriculum; a distinc-
tion was made between flexible and non-
flexible modularisation, the former provid-
ing trainees with optional modules and the 
opportunity of setting their own learning 
pace and sequence. The likelihood of  drop-
out appeared to increase with an increase 
in the flexibility of  the curriculum. At first 
sight this seems to be at odds with newly-
advocated instructional principles, where 
trainees' own responsibility for their own 
learning process is emphasised. However, 
several scholars have indicated that adults' 
motivation for learning is essentially 'situ-
ated' in the sense that social contacts and 
learning in a group are important for them 
(Boshier and Collins 1985). This 'motiva-
tion', is lost in highly individualised learn-
ing environments. It has also been stated 
that individualised learning, e.g. by means 
of modularization, requires 'learning ca-
pacities' in terms of  being able to plan and 
steer one's own learning process. These ca-
pacities might not have been developed or 
have been lost by those having acquired 
little previous education or those having 
left the education system at an early stage 
(Brandsma 1994). From research into 
modularisation it is known that too much 
flexibility-in terms of  individual planning 
and pace - might have adverse effects on 
learning achievements (Harms 1995); 
3.  the way in which job search training was 
provided; there appeared to be a  signifi-
cant relationship between dropout and the 
provision of  job search training. However, 
this relation was difficult to interpret. In 
general, it seemed that the provision, or 
lack of, job search training will influence 
drop-out (the likelihood of  drop-out increas-
ing with the provision of  job search train-
ing), but the relationship was less clear in 
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terms of the stage at which this training 
was provided. It seemed that job search 
training towards the end of the course in-
creased the chance that the course was not 
concluded; 
4.  the 'selectivity' of  the training organisation 
at enrolment; this also had an influence 
on drop-out, though the relationship is 
weak (modest significance). The less selec-
tive a training organisation, the bigger the 
likelihood of drop-out. This would indicate 
that it could be 'profitable' for training or-
ganisations to 'cream'; 
5.  the provision of  guidance and counselling; 
an adverse, and unexpected, relationship 
appeared, with the chance of  dropout seem-
ing to increase if  guidance and counselling 
(in general) was provided. This rather sur-
prising result could indicate that guidance 
and counselling does not only help train-
ees to finish the course, but might also con-
tribute to an (early) acknowledgement that 
the course a  specific trainee enrolled in, 
was not the most suitable for that particu-
lar trainee. However, looking at the par-
ticular stage in which guidance and coun-
selling was provided it appeared, on the 
one hand, that if less guidance and coun-
selling was provided during the enrolment 
stage, the likelihood of dropout increased. 
On the other hand, the the likelihood of 
drop-out also increased with an increase 
in guidance and counselling provided dur-
ing transition to the labour market. Guid-
ance and counselling during the enrolment 
stage seems to corroborate the 'early ac-
knowledgement' assumption. Guidance 
and counselling provided during the tran-
sition stage does not seem to fit with this. 
However, it  is quite possible that those who 
reached that stage of the training are, to a 
certain extent, 'pushed' out of  the training, 
in the sense that they obtain help in find-
ing a job and that the fact that a job is found 
is the reason that they leave the training. 
Process characteristics influencing the 
outcomes 
In line with expectations, it appeared that the 
more selective the training organisation was 
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in enrolling trainees, the more successful it 
was in terms of the number of former train-
ees finding a job. This was certainly so if, in 
addition to the general eligibility criteria, 
additional criteria and an entry test were be-
ing applied. 
Questions were asked with regard to the type 
of  guidance and counselling provided and the 
stage at which guidance and counselling is 
provided. Whether guidance and counselling 
was provided did not make a difference. How-
ever, how guidance and counselling was pro-
vided, at which stage and on what topics, did 
appear to have impact. It appeared that guid-
ance and counselling during the enrolment 
stage has an influence on the chance of find-
ing a job, but not a linear one. The same holds 
for guidance and counselling during the 
course and during the transition stage. There 
appeared to be an optimum level between lit-
tle guidance and counselling and too much 
guidance and counselling, though it was dif-
ficult to state exactly where the optimum lies. 
Providing little guidance and counselling 
seemed to decrease the chances of finding a 
job, while 'too much' guidance and counsel-
ling seemed to have the same effect. However, 
increased guidance and counselling during 
practical training (within an enterprise) im-
proved the chances of getting a job. 
It also appeared that whether or not guidance 
and counselling on personal (welfare) issues 
is provided has an  impact. If  provided, it seems 
to increase the chances of finding a job, espe-
cially if provided by specialised staff (that is, 
counsellors employed by the training organi-
sation or trainers specifically assigned to this 
task). In addition to this, providing guidance 
with regard to other or further training en-
hanced finding a job as well, though the par-
ticular direction of the relationship between 
the two variables is not fully clear. Focussing 
guidance during the practical training period 
or work placement, on either solving particu-
lar problems (e.g. problems with colleagues or 
problems of fitting in) and/or technical advice 
on work related tasks and problems, also en-
hanced the chances of finding a job. 
Where flexibility of training had an impact 
on drop-out, the relationship with the chances ___________ Training and employment perspectives for lower qualified people 
of finding a  job was more complicated. 
Modularisation per se does not influence the 
chances of finding a job; whether the modu-
lar structure of  the training is flexible or non-
flexible made no difference. However, it ap-
peared that the extent of  individualisation of 
the training- in terms of whether the dura-
tion is fixed or dependent on the trainees' ca-
pacities and learning pace- did make a dif-
ference. Participating in a training course of 
fixed duration seems to enhance the chances 
of finding a job. It also appeared that draft-
ing individual training plans at the start at 
the start of  the course did not have an impact 
either, but here it is necessary to indicate that 
developing individualised training plans at 
the start of the course (or before) did not oc-
cur much (mainly in the UK and Ireland, 
though it has been stated that some individual 
agreements occur in Greece as well, though 
these are not formalised). 
Does practical training prove to be a vehicle 
for getting into a job? It was presumed that 
practical training provided within an enter-
prise might help trainees into a job. At the 
same time, the 'practical nearness' of the 
training appeared to 'pull' trainees out of  the 
training. As expected, it was not as much the 
issue whether or not practical training is pro-
vided that made a difference, but the way in 
which it was delivered. The closer to the real-
ity of the work practice, the greater the 
chances of finding a job. In this respect, pro-
viding trainees with a practical training pe-
riod or work placement in an enterprise pro-
vides them with more opportunities to find a 
job, but with the paradoxical effect that it also 
increases the likelihood of drop-out. 
Whether or not job search or  job search train-
ing is included appeared to make a difference 
as well. It became clear that  job search train-
ing provided towards the end of the course 
increases the chances of finding a job, while 
job search training provided throughout the 
course actually seemed to decrease the 
chances of finding a job. 
What final conclusions can be drawn from 
these results? Among the trainees that re-
sponded to the survey, there is a low percent-
age of drop-out. Also, the number of trainees 
that found a (steady) job is high, 'staying on' 
at the employer where the practical training 
took place, being the most important channel 
for getting a job. There are, however, differ-
ences between countries in this respect, which 
seem to relate to the extent of formalisation 
of the labour market, especially the role of 
the employment service. In countries with a 
strong and institutionalised employment 
service (e.g. Norway), the agent has a more 
important role in getting former trainees into 
work than in countries where the employment 
service is not so strong (e.g. the UK). Both in 
terms of  output and outcome, training courses 
seem to be successful. The question, of  course, 
is what and how did these courses contribute 
to the labour market position of individual 
trainees. 
If one looks at the extent to which former 
trainees think that the course was necessary 
for getting the job they obtained, it appears 
that nearly halfofthe trainees think that this 
is not the case, while slightly fewer are con-
vinced that the course was necessary. Slightly 
over a quarter of the trainees are convinced 
that the  job is (absolutely) not what they have 
been trained for (judged on level and content). 
On the other hand, if one looks at the course 
characteristics that seem to contribute to ei-
ther output or outcome, there are process 
characteristics that do make a difference. The 
roles of  practical training and  job search train-
ing are particularly interesting. The closer 
practical training is to the reality of working 
life and the more job search training is situ-
ated at the end of the course, the greater the 
chances of  finding a job. There is a potentially 
cynical interpretation of these results, in the 
sense that these two process variables also 
influenced drop-out. However, there is a (high) 
probability that the drop-out reported in the 
survey are those that left the course towards 
the end and not the early ones (more or less 
corroborated by the indications from former 
trainees on the time spent in the training 
course). In this respect the conclusion concern 
drop-out during the transition stage. Whether 
or not this should lead to the conclusion that 
training as makes no difference to dropping 
out or staying in is, however, questionable. 
Apart from the role of practical training and 
job search training, there is also the influence 
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of the amount of flexibility and the guidance 
and counselling. In consequence it would be 
interesting to gain more understanding of 
what might cause early drop-out. 
3.3.3 Possible implications 
of  the findings 
Effectiveness research into vocational train-
ing, as performed here, is still rather under-
developed. In addition to their recommenda-
tion of further research into the causes of 
disadvantage in the labour market, with spe-
cial reference to the accessibility of labour 
market programmes for particular target 
groups, Nicaise and Bollens (1998) point out 
that the question 'why' something is effective 
has been little addressed and needs specific 
attention. From a policy point of view this is 
an important question, if  not the most impor-
tant question. At the same time it is often one 
of the more difficult questions to answer. On 
the one hand, experience of effectiveness re-
search in initial vocational education and 
training in the Netherlands has shown that 
it is quite difficult to find specific process char-
acteristics that influence the effectiveness of 
this type of  vocational training and that what 
does seem to matter varies substantially be-
tween specific vocational programmes (cf. Van 
Batenburg 1995; Brandsma 1999). This might 
indicate the need for more differentiated ef-
fectiveness models that can capture the spe-
cific differences between programmes. On the 
other hand, there are indications, both from 
effectiveness research in primary education 
(Doolaard 1998) and some (Norwegian) stud-
ies concerning labour market schemes, that 
effectiveness can change over time (decline, 
increase) and that changes in effectiveness 
are not necessarily caused by changes in ef-
fectiveness-enhancing process characteristics. 
To  state it more bluntly: once effective does 
not mean always effective. 
Brandsma et al. (1999) state, on the basis of 
Norwegian evaluation studies, that, in the 
short run, participants in labour market 
training have a higher potential for employ-
ment than non-participants and that labour 
market training is more effective than work 
placement only, with the combination of  train-
ing and work being the most effective. How-
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ever, they also conclude that there are major 
differences in effects, not only between pro-
grammes, but also for one given programme 
if  measured at different points in time. Moreo-
ver, studies with regard to long-term effects 
of labour market programmes are inconclu-
sive and sometimes contradictory. 
Cynics might conclude that this indicates that 
it is not very useful to try to detect what 
causes the difference in effectiveness between 
training programmes. This is supplemented 
by the findings of  Pedersen and  M~ller  which 
seem to indicate that the effectiveness of la-
bour market oriented training might be more 
dependent on the general unemployment situ-
ation, than on the process characteristics (or 
the 'quality') of training. While this is prob-
ably true, it does not imply that any additional 
contribution from the training process itself 
should therefore be discarded. 
It cannot be denied that the 'sample' of 
former trainees of labour market training 
schemes is somewhat biased, given that most 
found a job and a  relatively small number 
dropped out. There are, however, other traits 
of the trainee sample that pose more funda-
mental questions; first, the accessibility of 
training provisions for long-term unem-
ployed and, second, whether or not, and to 
what extent, the "real long-term unem-
ployed" are reached by labour market ori-
ented training measures. From the study it 
became clear that training organisations do 
'cream'; that is, they try to assess informally 
the chances of a trainee finishing the course 
(or even finding a job afterwards). This ten-
dency is all the more strong if the funding 
for the training programme or the training 
provider is based on output-related funding 
(cf. Felstead 1998). 
In addition to this, it was clear that, in most 
cases, eligibility criteria were at stake, not 
only setting conditions in terms of previous 
unemployment duration, but also with regard 
to the actual unemployment situation or la-
bour market status. With some exceptions, 
training was made available mainly for those 
registered as unemployed or for the remuner-
ated unemployed. There are some (though 
relatively weak) indications that motivational ___________ Training and employment perspectives for lower qualified people 
issues might have led to self-selection proc-
esses, which excluded certain groups of un-
employed. Motivation is an important factor 
in distinguishing between participation and 
non-participation. Investment in training is 
risky, given the uncertainty of the returns 
participation may yield (cf. Brandsma 1997, 
1998). Though one can argue that, in many 
cases, participation in training for the unem-
ployed does not require a  monetary invest-
ment from participants, since most costs are 
born by public funding, time devoted to train-
ing can be perceived as lost time in terms of 
finding a job. This is certainly true if  the un-
employed have the impression that partici-
pation in training does not lead anywhere or 
can even have adverse effects (as has been 
proven in some studies; cf.  Anderson et al. 
1993). 
Moreover, training often is not the first prior-
ity for the long-term unemployed. In the short 
term, they may perceive direct employment 
as the best strategy for getting back into the 
labour process, training being only a  post-
ponement of gainful employment or even a 
barrier to it. Other, psychological barriers, 
such as fear of failure, a negative self-image 
or fatalism, may also demotivate unemployed 
people in relation to training. If the unem-
ployed have already participated in training 
without realising their (high) expectations, 
there is a chance that they will perceive this 
as a personal failure or as a reinforcement of 
the belief that training does not pay, reduc-
ing their motivation to participate in further 
training. Though it is difficult to say to what 
extent motivational issues and self-selection 
have affected enrolment in training pro-
grammes and courses included in this study, 
it became clear that one of the 'learning ef-
fects' frequently mentioned (though perhaps 
not explicitly intended by the courses) is 
growth in self-esteem and self-confidence. On 
the other hand, trainee motivation was an 
important, if not the most important, crite-
rion in the recruitment and selection proc-
esses prior to enrolment. 
What became clear from the study is that 
some sort of  enrolment selection, of  a more or 
less rigorous form, takes place and that the 
expected success of candidates, in terms of 
finishing the course or finding a job or both, 
plays a role in this selection process (some-
times by means of various tests to 'measure' 
the learning capabilities of candidates, but 
more by 'subjective assessment' of those de-
ciding on enrolment). Some training organi-
sations are very explicit and open on this is-
sue, referring to the need to be selective given 
the output-related funding regime they are 
subject to or the specific relationships with 
(local) employers, which does not allow for 
'failure' (or in other words, forces  them to 
maximise their credit-worthiness; cf. Nicaise 
and Bollens 1998). In this sense, too strong 
an emphasis on effectiveness in terms of re-
alising set, quantitative targets, could, in the 
long-term, prove to be counter productive. As 
has been argued before, it is difficult to de-
cide whether selection in order to optimise the 
match between trainees and their motivation, 
capacities and preferences and course content 
and level, should be judged as wrong per se. 
Mismatches at this level might lead to are-
duction in motivation, early drop-out and dis-
couragement or even reinforcement of disbe-
lief in the benefits of training. However, if 
selection does result in systematically push-
ing out the least advantaged, the question is 
whether this is not an undesirable societal 
effect (certainly in the long run). Nicaise and 
Bollens (1998) state in this respect: 
'Some state that we simply have to learn 
to live with the trade-off  between effective-
ness and equity, arguing that it makes no 
sense to operate an adverse selection sys-
tem and only provide training to the poorer 
candidates.' 
This might be considered a rather cynical con-
clusion, certainly if alternatives tailored to, 
and really reaching, the bottom end of the 
labour market are lacking. Even though cyni-
cal, this statement does raise the issue of ef-
fectiveness of training in terms of reaching 
the intended target groups and getting them 
back into work. But it also raises the more 
general issue of  whether training does pay off. 
At the individual level, one can, to a certain 
extent, answer this question affirmatively. 
Looking at the results of  this particular study, 
it appears that a  large percentage of the 
former trainees have found a job, with well 
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over three thirds still holding the job at the 
time they were questioned. However, less than 
half  of  the former trainees are convinced that 
training was necessary in order to obtain the 
particular  job, and, according to trainee opin-
ion, there is a certain mismatch between the 
training received and the job obtained. 
Does training pay off at a more aggregated 
level, that is the level of society? It is much 
less easy to answer this affirmatively. First 
of all, we have to acknowledge that little is 
known about the macro-economic effects of 
investment in training for the (long-term) 
unemployed. But the macro-economic effects 
were not the focus of this study either. There 
are, however, indications that the macro-eco-
nomic effects of labour market measures for 
the unemployed are less convincing than the 
micro-effects mentioned earlier (dead weight 
and substitution). 
If training cannot create jobs, what are the 
possible policy consequences? The economic 
upswing in various European countries dur-
ing the first half of this decade has resulted 
in the reduction of  unemployment even among 
those considered long-term unemployed. But 
what if economic growth does not keep its 
present pace or even turns into a recession? 
Will this mean that those who have returned 
to employment after training are the first to 
be hit by unemployment again? This will de-
pend on various factors such as whether the 
first job obtained was a  steady job or not, 
whether those former trainees who lost their 
first job, obtained another job and the char-
acteristics of  this job. There are more general 
factors such as the stability of both the eco-
nomic sector and the enterprise in which 
former trainees are employed, as well as the 
overall vulnerability of  the national economy 
to global economic cycles. 
It appears that two basic lines of reasoning 
can be distinguished in this matter. On the 
one hand, various (economic) scholars state 
that, due to the demographic development of 
ageing of the work force, it will be necessary 
to get unemployed and 'inactive' labour back 
into employment-preferably after sufficient 
training - in order to meet the demand for 
labour. If this demand is not met, economic 
196 
decline will occur, not so much as a result of 
economic downswings, but due to the fact that 
the labour market cannot match supply and 
demand. On the other hand, there are (  eco-
nomic) researchers who foresee that those 
with the most vulnerable labour market po-
sition (the least qualified, older workers and 
workers with an unstable working career) are 
the first to be hit by increasing unemployment 
rates. Some of the most cynical among them 
point out that, due to the lack of quality of 
the training that has been provided to the 
former long-term unemployed, these persons 
tend to end up in the vicious recycling of  quali-
fications (cf.  Thijssen 1997). With this (and 
with the quality of training) they mean that 
the training provided is too much focussed on 
getting people back into employment as 
quickly as possible, without taking into ac-
count the long-term employment perspectives 
of  the training provided. In their opinion, the 
level of training is too low and the scope of 
the training is too narrow, often focussed too 
much (or 'customised' too much) towards spe-
cific vacancies that exist within certain en-
terprises or that are expected too arise in the 
short-term. 
In principle, both lines of  reasoning once more 
under  line the dilemma to be faced in design-
ing labour market measures for the long-term 
unemployed, though in the case of demo-
graphic arguments it will depend on the par-
ticular demand for labour to be met. If  labour 
market measures intend to promote the re-
entry of the long-term unemployed, and es-
pecially the least qualified among them, in 
gainful employment with the prospect of em-
ployment in the long run, and even the pros-
pect of continuing training in the context of 
employment, the initial investment needed for 
training these unemployed should be substan-
tial. At the same time, as is seen in various 
literature sources, the least qualified long-
term unemployed often are confronted with 
multiple problems and do  not (necessarily) 
give priority to training. 
Notwithstanding the potential power of  train-
ing as a labour market measure and the great 
attention training for the unemployed re-
ceives in various European countries, Hasan 
and Tuijnman (1997) conclude that: ____________ Training and employment perspectives for lower qualified people 
'The learning opportunities open to the 
unemployed and the disadvantaged groups 
in the society are far limited in scope and 
quality than those available to the em-
ployed group.' 
3.4 Training of  low-skilled workers 
3.4.1 Who receives training? 
Work is an important source for learning in 
the sense that it is often an important-if  not 
major- stimulus for the motivation to par-
ticipate in training, and also a major finan-
cial source. Hasan and Tuijnman (1997) stipu-
late that, overall, the role of the government 
in participation in adult education is rela-
tively small and that 40-60% of adult train-
ing is financially supported by enterprises. At 
the same time, a  large percentage of adult 
training (estimated to be 70 to 90% of the 
training undertaken by men) is work-related. 
However, the likelihood of receiving training 
is not equally distributed among workers and 
the inequality between workers in this respect 
appears to be a very persistent phenomenon 
(Brandsma et al1995; European Commission 
1999; Hasan and Tuijnman 1997; Houtkoop 
1985; Newskills 1999; Tuijnman 1989). 
Results from the Newskills project (1999) in-
dicate that there is relatively little difference 
between men and women with regard to the 
question of who receives additional training 
within the enterprise. However, given that the 
labour participation rate among men is higher 
than among women, the majority of training 
concerns men. Furthermore, it appears that 
younger workers receive more training than 
older workers, better-educated workers have 
a greater chance of  receiving training and full-
time employees receive more training than 
part-time employees-findings which are cor-
roborated by various other studies. The re-
sults of  the first European Continuing  Train-
ing Survey, for instance, reveal that those 
employed as craft and trade workers, opera-
tives or in elementary occupations, participate 
less in training courses than those employed 
in higher level occupations. This, however, 
only concerns formal training courses and not 
less formal types of  training, like training on 
the job or quality circles. Differences between 
men and women appear to be small (Euro-
pean Commission 1999). 
IALS data reveal, however, that there still 
is a gender bias in the participation in train-
ing. Women are less likely to participate in 
job-related training and are also more likely 
to experience lower training intensities than 
men (Leuven 1997). If the focus  is taken 
away from job-related training only, partici-
pation rates of  men and women appear to be 
quite similar, but pattern, type and condi-
tions of participation show a  considerable 
gap between the genders, with women hav-
ing to overcome more difficulties than men 
(Valdivielso Gomez 1997). At the same time, 
data from the IALS data base strongly indi-
cate that the chance on participation in train-
ing sharply declines for older workers (over 
55 years of  age) (Vander Kamp and Scheeren 
1997). 
Overall, participation in training, be it work-
related or other training, shows the follow-
ing pattern: 
0  workers in small enterprises have signifi-
cantly less training opportunities than 
workers in large enterprises; 
0  older workers have less chance of partici-
pation in training than younger workers 
(with training opportunities diminishing 
after the age of 45); 
0  training opportunities and participation in 
training increase with the prior level of 
educational attainment (with the low-
skilled, defined as ISCED 0-2, having the 
least chance of participation); 
0  workers with a less stable labour relation-
ship with an employer (part-time workers, 
homeworkers) have less chance of partici-
pation in training. 
3.4.2 New training models 
If the aim of learning, in particular lifelong 
learning, is the inclusion of the least quali-
fied, or low- and unskilled, into gainful em-
ployment and into the learning economy, this 
has consequences for education and training 
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policies as well as for vocational education and 
training systems. VET policies should take 
into account that the low-skilled might need 
considerable guidance and support in order 
to start learning. Rigid divisions between 
unemployment benefit, training and working 
are not supportive in this respect. The unem-
ployed often only want one thing and that is 
a job. Creating opportunities through which 
unemployed can combine work with motivat-
ing training and learning processes, or alter-
nate periods of  work with training and learn-
ing, might be more helpful than obligatory 
incentives (like withholding their unemploy-
ment benefit) to get them back into work (e.g. 
the USA). There are various examples of  wage 
subsidy or work placement schemes, but these 
seem to focus on low-skilledjobs with little or 
no learning possibilities, often leading to the 
vicious circle of  being employed for a time and 
returning back to unemployment afterwards. 
The training-system as such, should not only 
provide the basis for lifelong learning for all, 
but also contribute to the development of the 
competences of that part of the workforce 
which presently is perceived as being un-
skilled. Current training-structures and in-
stitutions have to open up and become more 
flexible,  not only in terms of structure and 
content of curricula and didactical ap-
proaches, but also in terms of  increasing their 
own innovative capacity, taking on board in-
novations such as portfolios and assessment 
of prior acquired competencies. 
Assessment of  prior acquired competences (in 
the UK known as assessment of prior learn-
ing) might be a helpful tool for stimulating 
the learning among the low  -skilled. The ba-
sic rationale behind assessment of prior ac-
quired competences is that the assessment is 
independent from the way in which something 
is learned and that it also takes into account 
what is learned informally (cf. Klarus 1998). 
Definitions of 'low-skilled' are mostly based 
on official educational attainment (like the 
one given earlier), not being able to take into 
account what might have been learned out-
side the classroom (or outside a CVT course). 
Also, when hiring staff  most employers often 
base their decisions on educational attain-
ment and/or work experience. These are only 
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global indicators, but time and resources are 
mostly unavailable for assessment of the 
competences of potential workers in more 
detail (except in the case of potential staff  for 
highly qualified jobs). 
Providing opportunities for  assessment of 
prior acquired competences has various ad-
vantages both from an employer's and from 
an employee's perspective. For employees, it 
can define and show the competences ac-
quired, whether through formal learning or 
informal learning. The results of the assess-
ment can, for instance, be included in a per-
sonal portfolio, which can be used during ap-
plications, in addition to an application letter 
or interview. For employers, assessment of 
prior acquired competences can be one of  the 
tools for competence management, identify-
ing available competences and competence 
gaps. Assessment of previously acquired 
competences can contribute to individual 
learning motivation by showing what has al-
ready been learned (indirectly boosting self-
esteem) as well as indicating potentially pow-
erful directions for further learning on the 
basis of what has already been obtained. 
A possible disadvantage, however, could be 
that employed (low-skilled) workers fear that 
the results of such an assessment might get 
to their employer as well, providing a basis 
for a judgement of the worker. Experiences 
with the French 'Bilan de Competence' show 
that this is not a theoretical disadvantage, but 
a real drawback. In this respect it is neces-
sary to install sufficient rules and procedures 
to protect confidentiality (Brandsma 1998). In 
addition to this, it appears that employers 
object to assessment of prior acquired 
competences if it results in recognition of 
these competencies with wage consequences. 
Effective implementation of this tool there-
fore requires that both employers and employ-
ees gain from its application (Thomas and 
Frietman 1998). 
Another possible tool is the so-called job rota-
tion scheme. Such schemes as presently im-
plemented in Denmark and some parts of 
Germany (on an experimental basis) are 
based on the principle that a worker going off 
on training, is replaced by an unemployed ___________ Training and employment perspectives for lower qualified people 
worker, who, if necessary, receives training 
in order to be able to perform the work. These 
schemes provide the possibility of combining 
training and work, which appear to be more 
motivational than pure training without a 
clear perspective of obtaining work after-
wards. If  the training of  the employed worker 
aims at, and results in, upward mobility 
within the enterprise, this might provide a 
job-opening for the unemployed worker. How-
ever, there are also disadvantages. If the 
trained worker returns to his or her job after 
training has been concluded, this will most 
likely mean that the unemployed replacer 
returns to unemployment if  no other  job-open-
ings are available inside or outside the enter-
prise. The extent to which the unemployed 
worker will be able to find another job, is 
partly dependent on the training received in 
the context of  the replacement scheme. There 
are examples from the Danish job rotation 
scheme which show that the unemployed per-
son received only relatively short training that 
did not fully match the needs of the enter-
prise8. This makes some employers reluctant 
to continue participation in such schemes. At 
the same time, providing more job specific 
training might be more appropriate from the 
perspective of  the enterprise, but not from the 
perspective of the unemployed. If training is 
too job specific, this might be of  little help for 
the unemployed replacing worker at the mo-
ment that he or she has to search for another 
job once the temporary contract has been 
teminated. In this respect there is a dilemma 
between providing training sufficiently rel-
evant for a particular job and training suffi-
ciently broad to strengthen the labour mar-
ket position of the unemployed (Brandsma 
1998). 
4. Concluding remarks 
and discussion 
The labour market position of  the low-skilled 
is relatively weak and it seems that increas-
ing their skill levels might be the only way to 
8 The training provided is AMU  -courses from the 
standard offer of the AMU  -centres. It concerns 
publicly funded training that is not tailored to-
wards specific enterprise needs. 
strengthen this position. At the same time it 
is clear that the low-skilled have a substan-
tially lesser chance of participating in train-
ing, at least in work-based or  job-related train-
ing. With the latter becoming increasingly 
important, this poses particular challenges for 
designing training policies to overcome the 
deadlock. 
Various European countries have attempted 
to develop policies aimed at enhancing life-
long learning. Debates on arrangements and 
incentives to increase the investment in train-
ing are on many a political agenda and vari-
ous countries have seen national committees 
or national action programmes established 
during recent years, with the aim of enhanc-
ing lifelong learning, if  not actually establish-
ing a 'system' for lifelong learning (examples 
are: the UK, Norway, Iceland, Finland, Swe-
den the Nether  lands and recently also 
France). In the terms of the European Com-
mission's white paper, the aim is to establish 
a 'learning society'. In these attempts a strong 
emphasis is given to increasing the employ-
ability of  individual workers. What sometimes 
makes the potential effectiveness of such 
strategies (slightly) doubtful, is the fact that 
core concepts are not clearly defined. Employ-
ability, for example, is often equated with 
employment in the sense that it is assumed 
that employability will result in employment. 
However, this will depend on the strategy 
used to enhance employability and with that 
employment. Basically two strategies can be 
distinguished (Thijssen 1996): 
a) enhancing job search and job acquisition 
skills, focussing on the process of  getting a 
job; 
b) enhancing work or occupational skills, 
focussing on the skills needed for perform-
ing a job well. 
In a cynical way it could be said that the first 
strategy aims at learning a 'trick', while the 
second strategy aims at qualifying people in 
order to get an adequate and more or less se-
cure start in the labour market. In terms of 
the learning needed or provided, both strate-
gies have profoundly different implications as 
well. 
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Learning, in the context of lifelong learning, 
means a permanent process of learning and 
of 'learning to learn'. Both 'learning' and 
'learning to learn' can have different mean-
ings (Thijssen, 1997): 
0  learning (to learn) in the sense of acquir-
ing a set of  meta-cognitive skills (e.g. prob-
lem solving, applying knowledge and skills 
in new situation, information processing, 
etc.); 
0  learning (to learn) in the sense of acquir-
ing a  positive attitude towards learning 
and continuing to learn; 
0  learning (to learn) in the sense of acquir-
ing a broad set of occupational skills and 
competencies applicable in a broad occu-
pational domain (as contrasted to job-spe-
cific skills); 
0  learning (to learn) in the sense of acquir-
ing 'coping skills' or 'life skills' as defined 
within a new OECD project, focussing on 
the type of skills people need, in order to 
cope with the modern (information) soci-
ety (including basic 'computeracy' skills). 
It is clear that the last of these seems more 
closely related to the job search/find strategy 
of employability, while the third meaning of 
learning (to learn) is more closely related to 
the qualifying strategy of  employability, with 
the first and second meanings being more or 
less preconditions for lifelong learning in the 
sense of a continuous process of personal de-
velopment. What makes it all the more im-
portant to be crystal clear about which learn-
ing is intended, is the expectation that 
independent and self-directed learning will 
get greater emphasis (Hasan and Tuijnman 
1997). Benefiting from more independent and 
self-directed learning will require 'learning 
skills' and the capacity to learn in ways other 
than traditional classroom teaching. What is 
presently considered as being effective learn-
ing (in the context of learning organisations) 
is characterised by (cf.  Brown 1997; Brown 
and Keep 1998): 
0  reflection: the need for a culture inside or-
ganisations that values learning and de-
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velopment can be supported by an empha-
sis on reflection; 
0  development of thinking skills: the impor-
tance of  developing learning to learn skills, 
thinking skills to manage and process in-
formation and problem-solving skills is 
presumed to be crucial; 
0  development of  learner independence: this 
refers, in relation to the previous, to the 
need to make learners more aware of  their 
learning processes, as well as making them 
the controllers of their own learning proc-
esses and owner of their own skills, com-
petencies and knowledge; 
0  teamwork and collaborative learning: if 
responsibilities are increasingly delegated 
to workers, this will require better coop-
eration between workers, which puts new 
demands on the interpersonal skills of 
workers and also on their ability to learn 
collaboratively; 
0  learning and assessment processes have to 
be linked: there should be a  synergy be-
tween the way in which learning takes 
place and the way in which the outcomes 
are assessed; too detailed assessment 
standards, that encourage students as well 
as assessors to focus  on meeting these 
standards and not on the (de  )construction 
of the learning process behind this, would 
be counter-productive; 
0  developing a substantive knowledge base: 
learners should have the opportunity to 
develop a substantive knowledge base in 
order to be able to achieve broad occupa-
tional competence (with the latter mean-
ing that learners should really acquire oc-
cupational competence applicable in 
various situations, instead of learning 
'tricks' that will get them into a job, but 
leave them with 'empty hands' once this 
job disappears). 
Learning as presently perceived will be less 
formalised and rely to a greater extent on self-
supported and self-steered learning. In this 
sense there is a shift away from more tradi-
tional school- or classroom based training ____________ Training and employment perspectives for lower qualified people 
(courses) towards informal learning. For in-
dividuals to fully benefit from the learning 
opportunities, this requires a particular learn-
ing attitude, which previously has not been 
incorporated in traditional education and 
training. In addition, it requires a particular 
social and cultural capital, that often has not 
been acquired through education, but through 
other channels (e.g. family, peer groups). Low-
skilled workers in the working age are with 
respect to this in a disadvantaged situation. 
Often they have left education, because the 
means to continue education were lacking, but 
also because learning was not attractive for 
them. In order to provide them with opportu-
nities to benefit from the learning options of-
fered, it will be necessary to develop the learn-
ing attitude and cultural capital needed. 
The fact that work-based training is becom-
ing increasingly important as well, might 
have (negative) implications for the low-
skilled. On the one hand, work-based learn-
ing has long been considered as one of  the best 
ways of delivering vocational training. How-
ever, the effectiveness of work-based learn-
ing has been scrutinised over recent years. 
Though work-based learning, or on-the-job 
training, is still considered important model 
within vocational education and training, it 
is more and more acknowledged that not all 
workplaces are effective learning places and 
that effective work-based learning needs to 
build upon well-designed learning and in-
structional models (Raizen 1994). It  is in this 
context that concepts like 'cognitive appren-
ticeships', 'complex learning situations', 'com-
munities of practice' and 'learner independ-
ence' have been developed as alternatives to 
the more traditional models of either school-
based or work-based learning (cf. Attwell and 
Brown 1998).At the same time, the currently 
evolving learning society and learning 
economy is highly work-based. Unskilled, sim-
ple jobs have neither high learning potential 
nor do  they stimulate learning outside the 
workplace. In order to prevent low-skilled 
workers (whether employed or unemployed) 
being faced with 'learning exclusion' (on top 
of  social exclusion for those that have become 
marginalised in the labour market), VET-poli-
cies should focus on strategies and tools that 
can enhance the learning of the low-skilled. 
Thus far, the focus of this chapter has been 
on the options for increasing the skill level of 
low-skilled workers in order to strengthen and 
improve their labour market situation. How-
ever, Freeman and Gottschalk (1998) indicate 
that such 'supply-side' policies might (in the 
short run) be less effective than hoped and, 
at the same time, quite costly. They argue that 
it might take a very large investment in skills 
and skill increase over a  long period, to re-
store the loss in wage American low-skilled 
workers have experienced due to their low 
level of skills (and productivity) (cf.  Nickell 
1998). Their plea is to reconsider 'demand-
side' policies, focusing on the increase of de-
mand for less skilled workers, as an alterna-
tive for supply-side policies. The studies 
presented in their book show that such de-
mand-side policies (like: lowering the costs of 
employing low-skilled workers, creating pub-
lic jobs, changing pay modes and changing 
employment regulations) can increase em-
ployment opportunities for the low-skilled, 
but only rather modestly contribute to the 
increase of wage and skill levels of the low-
skilled covered by these policies. Freeman and 
Gottschalk therefore conclude that such de-
mand-side policies as implemented in the 
past, do not offer magic solutions for the prob-
lems low-skilled workers (in the US) are fac-
ing. However, they also state: 
' ... several policies that singly contribute 
only marginally to raising employment or 
earnings of the low-paid can have a larger 
effect in combination'. 
Improving the labour market position and 
employment perspectives of  the low-skilled is 
necessary if European countries want to 
maintain their economic competitiveness and 
prevent marginalisation and exclusion of a 
still substantial proportion of their labour 
force. Taking the conclusion of Freeman and 
Gottschalk to heart, it seems that policies 
aimed at increasing the skill level of  the least 
qualified as well as their employment pros-
pects, should not put all the eggs in one bas-
ket. Achieving such aims appears to require 
carefully designed measures, combining the 
advantages of both supply-side and demand-
side policies and geared towards the particu-
lar situation of different target groups. 
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Abstract 
The following analysis provides an overview of  state of  affairs in vocational education and 
training research in eleven countries of  Central and Eastern Europe.  The report attempts to 
analyse the responsiveness of  the VET research to the major socio-economic challenges occur-
ring in the process of  transition. The objective of  the study is to identify main research gaps and 
to  bring about better transparency on VET research,  its achievements and failures in these 
countries. The report is a first attempt to map the existing research results in the field of  VET 
in the region, and therefore has an illuminative rather than evaluative character. 
The author argues that the VET research in CEE has found itself in the middle of  a double 
reform process,  where transition from a state planned to a market economy has been multi-
plied by the global changes. The VET research has successfully reacted to major challenges of 
the transformation period. It is, however, argued that there have been certain drawbacks, where 
national research was not in place to justify the transfer of  foreign models and had a somewhat 
passive role in the reform process in the initial stage of  the transition. Nevertheless, the recent 
years demonstrated the growing maturity of  the national research and its increasing impor-
tance in the support of the reform process.  Although there is still a lack of comprehensive 
conceptual strategies that embrace different aspects of  initial and continuing vocational edu-
cation and training in the perspective of  lifelong learning, the shift from highly fragmented 
research has been noticed. 
The report demonstrates systemic inefficiencies (organisational, institutional, financial) that 
create obstacles to research development. The hardship of  the transition period caused many 
challenges for the research community, the brain drain not being the least. The paper comes 
with the set of  recommendations for the support of  comprehensive multidisciplinary VET re-
search in the priority fields, as well as suggests organisational measures to make the research 
process more efficient. 
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1. Introduction 
1.1 Approach and definition of the 
scope of the study 
This part of Cedefop's research report is a 
comparative analytical overview of research 
in Central and Eastern Europe (CEE) in the 
field of vocational education and training 
(VET). The study covers a wide geographical 
area of eleven countries: Albania, Bulgaria, 
Czech Republic, Estonia, Hungary, Latvia, 
Lithuania, Poland, Romania, Slovakia and 
Slovenia. The countries were chosen on the 
principle of the geopolitical 'commonality' of 
the region of CEE. All countries in question 
share a socialist past and are undergoing the 
reform process from a state-owned to a mar-
ket oriented economy. All countries, apart 
from Albania, are candidates for membership 
in the European Union. All countries are cov-
ered by the European Community's Phare as-
sistance programme, and therefore, in this 
text will be referred to terminologically as 
Phare countries or partner countries. In spite 
of the certain degree of similarity, the coun-
tries of the CEE region differ greatly, and do 
so from their very point of departure in the 
pre-reform period, at which time Slovenia 
belonged to Yugoslavia, (the most democratic 
and open of  all socialist countries), the Baltic 
republics were part of the Soviet Union, Al-
bania remained in almost complete isolation, 
and all other countries also differed greatly 
in terms of their socialist "pathways". The 
countries undertook different approaches to 
economic reform, and the reform progress that 
has thus far been achieved also varies to a 
great extent. 
From a cultural perspective, the region en-
joys vast diversity, which has implications for 
all aspects of society. For this reason, gener-
alisations about the region and the typologies 
used in the study represent general trends 
rather than judgements on each particular 
country, and certain reservations must be con-
sidered when looking at different countries. 
The paper provides an overview of  state of  art 
of VET research against the background of 
vocational education and training in the con-
text of socio-economic development in the 
partner countries. The cultural diversity 
presents a semantic challenge for understand-
ing not only of  what vocational education and 
training is, but also for what research into 
VET means. In this view, VET is understood 
in its broader sense, which embraces not only 
initial education but also continuing voca-
tional training (CVT). The overview analyses 
research that has been produced so far on the 
problems, challenges and developments in the 
relationships between VET, the labour mar-
ket, and the economic and social aspects of 
the reform process in the countries undergo-
ing transformation. Therefore, the study also 
looks at contextual research, primarily deal-
ing with the labour market. 
There have been several attempts to give a 
definition of  research into VET(e.g. Sellin and 
Grollman1 (1999)), but it is difficult to find an 
exhaustive one. Therefore, we will adopt the 
following definition of  education research and 
development (the 'Frascati Manual'): 'Educa-
tional R&D is the systematic, original inves-
tigation or inquiry and associated develop-
mental activities concerning: the social, 
cultural, economic and political context within 
which education systems operate; the purpose 
of education; the process of teaching, learn-
ing and personnel development; the work of 
educators; the resources and organisational 
arrangements to support educational work; 
the policies and strategies to achieve educa-
tional objectives; and the social cultural, po-
litical and economic outcomes of education'. 
Without attempting to give an exhaustive 
definition of  VET research, for the purpose of 
this paper and with a certain amount of  over-
simplification, we understand research into 
VET as those analytical studies that base 
1) Sellin and Grollman use a too rigid definition of 
VET research in the view of  the scientifity of  crite-
ria and methodology. Through this strictness per-
haps we will not be able to take count of  analytical 
studies produced in the framework of  development 
projects and even some applied research. The defi-
nition also overlooks the labour environment and 
the world of work as such, looking instead at psy-
chological and behavioural aspects in the socio-
economic context (see more Sellin and Grollman 
1999). 
211 Olga Strietska-Ilina 
themselves on accurate methodology and fo-
cus on one of two aspects: the requirements, 
and the process and the outcomes of  VET. 
The first aspect involves not only research into 
VET as such, but also and above all contex-
tual research aimed at the identification of 
social and economic change (both macro and 
micro), labour market requirements, the de-
velopment of new technology, the changing 
nature of work, the shifts in job profiles and 
qualification systems, the identification of 
vocational standards and the approximation 
of  curriculum development to meet the needs 
of employment, key skills and competency-
based qualifications, financial incentives to 
support training provision and access to train-
ing, problems of the transition from school-
ing into the labour market and so on. 
The second aspect involves research on teach-
ing and learning methods, mechanisms of 
quality assurance, evaluation of  study results, 
certification, curriculum innovation, modular 
training, etc. Although the traditional divi-
sion between fundamental (or basic) research, 
applied research and development projects is 
used hereon in the text, the division is some-
what artificial and must be considered with 
some limitations. It is rather difficult, oral-
most impossible, to distinguish pure exam-
ples of each type, as most projects contain 
some elements of another type. Moreover, to 
draw a strict line between applied research 
and development projects might in some cases 
be not only artificial but also misleading. Pure 
theoretical research is very rare and one may 
even question the significance of such re-
search without thorough empirical support. 
Thus, the aforementioned typology is used in 
very general terms. 
1.2 Objectives and hypotheses 
The objective of the study is to provide an 
analysis of current research in the field of 
initial and continuing VET in CEE with ref-
erence to its theoretical and methodological 
foundations, its research results and its re-
search "efficiency" in policy making and prac-
tice. The overview of VET research seeks to 
identify the structures and "products" of re-
search in VET, irrespective of whether the 
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research has been produced in or outside the 
region. Therefore, the study covers research 
at the international level, the national level, 
and when available also at the regional or lo-
cal level. Although an analysis of  the insti  tu-
tional framework of VET research is not a 
primary task of the study, the paper does 
make an effort to identify deficiencies in the 
research systems of  the countries. The paper 
does not attempt to assess either the insti-
tutes involved in VET research or the studies 
and analyses produced by them. This is not 
our objective. 
The major objective of  the study is to identify 
the main research gaps in the field of VET 
(areas of research, which are insufficiently 
covered) and systemic drawbacks that create 
obstacles for further research progress. Fur-
thermore, the overview of VET research in 
CEE attempts to  bring about the transpar-
ency of analyses in the field of  VET produced 
in the region and to give examples of good 
practice in VET research where possible. 
Thus the study is composed in the following 
way: first, it looks at the main challenges for 
VET research in socio-economic context; sec-
ond, it examines the institutional and finan-
cial environment of VET research; then it 
looks at types of research and topics which 
are tackled by VET research in CEE, and its 
basic findings in thematic clusters (research 
into systems and contextual research ) and 
finally, the paper defines the problem areas 
in CEE VET,  which are not covered by re-
search- the research 'gaps'. The concluding 
part of the study offers a set of recommenda-
tions for policy makers, researchers and prac-
titioners at both the national and interna-
tional levels. 
The paper hypothetically suggests that iden-
tified priorities for research into VET will of-
ten coincide among the countries ofCEE. The 
nature of  the transitional period in CEE along 
with the process of globalisation and change 
has placed special importance on socio-eco-
nomic contextual research as far as VET is 
concerned. Therefore, priorities will concen-
trate on the requirement aspects of research 
(see above). The future priorities of research 
are not necessarily gaps, i.e.  neglected or abandoned areas of research, and in many 
cases will be dictated by the challenges of re-
cent developments, introducing either new 
areas of  research or rather new challenges in 
areas explored. The problems and priorities 
of VET research in CEE are, hypothetically 
speaking, not unique to the region, and in the 
majority of cases they will be similar to ones 
seen in the EU member states. However, the 
degree of specificity of the regions and the 
milestones of recent socio-political and eco-
nomic change will to some extent render the 
future needs and objectives of research also 
specific in nature. Hypothetically we may 
suggest that VET research has a higher level 
of production and maturity in the countries 
where VET itself  enjoys a long-term tradition 
and prestige. 
1.3 Methods and sources 
The study was commissioned by Cedefop and 
was supported by the European Training 
Foundation (ETF)2 for the preparation of ad-
ditional short overviews produced either by 
the National VET Observatories or by experts 
in the CEE countries nominated by them. The 
Czech National Observatory of Vocational 
Training and the Labour Market at the Na-
tional Training Fund coordinated the work of 
the ten sub-contractors. National Observato-
ries are small institutions established under 
the initiative of  the ETF in the partner coun-
tries to provide accurate and up-to-date in-
formation on VET and the labour market. 
Different types of institutions host the Na-
tional Observatories, varying between the 
governmental and the non-governmental sec-
tor, research institutes, academic centres, de-
velopment agencies, independent non-profit 
foundations and private establishments. 
Due to the wide scope of our overview on the 
state of affairs of VET research in CEE, in 
2) The European  Training Foundation is an agency 
of  the European Union which works in the field of 
vocational education and training in Central and 
Eastern Europe, the New Independent States, 
Mongolia and the Mediterranean partner  countries 
and territories. The Foundation also provides tech-
nical assistance to the European Commission for 
the Tempus Programme. 
most cases only the recent studies and papers 
were considered, i.e. not extending beyond the 
period of the last two years, and only in few 
cases we looked at earlier analyses. The pa-
per is based on four types of  sources: National 
Observatories were sub-contracted 
1.  for preparation of a short overview on the 
basis of the standard Terms of Reference, 
with a  commonly identifiable structure; 
and 
2.  for delivery of publications and other ma-
terials that represent research results in 
their countries (theoretical studies, sur-
veys, reports, evaluations, etc. 
3.  The ETF commissions thematic analytical 
projects mostly with the help and direct 
participation of the National Observato-
ries, but sometimes with the assistance of 
other national experts and institutes. On 
the basis of these thematic reports, cross-
country, comparative reviews are produced 
by international experts or the ETF them-
selves. The transnational reports and 
sometimes the country thematic reports 
served as another important source of in-
formation for the present paper. 
4.  Additionally, studies commissioned by 
other international institutions as well as 
international statistics were used (  OECD, 
World Bank, European Commission, 
Cedefop, ETF, Unesco, etc.). 
In respect to the latter, it is important to note 
that not all, international studies are pro-
duced with the direct or indirect participa-
tion of  national experts. Therefore, the paper 
might not always provide an adequate impres-
sion of  state of  art of  research within the coun-
tries of  CEE. This is especially true in the case 
of  some of  the less developed countries, where 
research has not been a  priority in recent 
years, national analytical works have been 
largely abandoned and consequently foreign 
expertise has represented the foremost ana-
lytical operation there. 
The summary of preliminary findings was 
presented first at a National Observatories' 
meeting in Tampere, Finland in November 
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1999, and later at the conference Shaping 
social innovation and VET- the contribution 
of  Leonardo surveys and analyses projects in 
December 1999, where main priorities ofVET 
research in CEE were presented. Comments 
from the audience were taken into account 
as well as commentary on the draft version of 
the paper, which was distributed to National 
Observatories and selected experts. The au-
thor is extremely grateful to all those who did 
their best in collecting information and com-
mentary on the paper in the given limited 
time frame3
• Despite the numerous contribu-
tors to the preparation of the paper, the au-
thor takes complete responsibility for state-
ments expressed herein. 
The author had to rely mainly on the infor-
mation provided by the National Observato-
ries, although a great deal of additional pub-
lications, expert judgements and comments 
were used. Given the limited time frame and 
the broad scope of  the study, the analysis could 
only provide a general overview of the state 
of art of  VET research in the region. The au-
thor had to take into account the natural limi-
tations of the study. In some countries more 
materials were available in English than in 
others. The country background papers dif-
fered in terms of the quality and the scope of 
information and reference materials provided. 
For instance, there was very limited access 
to studies and other research materials pro-
3) The author would like to express her gratitude 
to the national contributors in charge of back-
ground papers preparation, whose names are men-
tioned at the beginning, for their solid work and 
quick commenting and information provision un-
der the given time pressure, and to all National 
Observatories who took charge of  co-ordination and 
also served as first-hand help desks in author's 
work. In this respect I would like to mention in 
particular the following names: Zef Shala, Natalia 
Zimina,  Agnieszka  Sokolowska,  Danuta 
Mozdzenska-Mrozek, Juraj Vantuch, Tamas 
Kopeczi-Bocz.  I  also would like to express my 
thanks to all experts, who contributed by their 
commenting and suggestions, namely Adela 
Rogojinaru, Vincentas Dienys, and Barbora Kuta. 
Finally I would like to express great thanks to my 
colleagues at the Czech National Observatory 
whose assistance in preparation of the study was 
highly beneficial: Vera Czesana., Linda Hrochova 
and Vera Havlickova. 
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duced in Hungary, and the country overview 
on research provided rather vague informa-
tion. Another important limitation must be 
mentioned with regard to Albania, where 
most statistical data is not available, which 
made the inclusion of  the country in the analy-
sis very difficult. 
Therefore, the analysis is not completely bal-
anced and some countries are more compre-
hensively presented than others. Areas of  re-
search might also be presented with a certain 
imbalance, as it highly depends on the spe-
cialisation of  the institutes or experts involved 
in the preparation of the paper. In the identi-
fication of  country- specific research gaps, the 
author also had to rely on reporting from the 
countries, where in many cases, however, this 
was prepared from the perspective of one in-
stitute without a  consensus necessarily be-
ing reached on a national level. Therefore, the 
so-called research gaps in the countries may 
have a different meaning, varying from ne-
glected research areas to topics that have re-
ceived considerable attention from research-
ers but need further elaboration. Taking into 
account all aforementioned shortcomings, we 
must still point out that this paper is the first 
attempt to analyse the research situation in 
CEE in the field of VET and could act as a 
useful tool for  discussion. A more in-depth 
analysis may be useful in the future, commis-
sioned in a series of papers on specific topics 
of  VET research, in order to avoid rendering 
the scope of analysis too broad and to a cer-
tain extent fusing the task as a result. 
2. Context and challenges of 
transition for vocational edu-
cation and training in CEE 
2.1 Research and democracy 
For half  a century, scholarly discourse in CEE 
was dominated by writing in the spirit of  offi-
cial political rhetoric. At the same time one 
should not ignore the tremendous role the 
research community and intellectual forums 
did play in supporting democratic ideas un-
der the previous regime and the role of re--------------------------VET  research in CEE countries 
search in the advancement of new ideas im-
mediately after the break-up of the socialist 
system. Resourceful thinking and an intellec-
tual debate appeared to be the main driving 
force of change at the end of the 1980s. The 
new polity introduced new chances for the 
research but also new challenges. 
Of  all political arrangements, it is democracy 
that is the political context most fertile for 
science, 'because it encourages and strength-
ens the scientific ethos' (Kazancigil and 
Makinson 1999 p.261). Approached from the 
opposite direction, 'democracy requires an 
interested, competent, knowledgeable, edu-
cated public' (Ibid, p.  262). It requires an 
elaboration of the reform rational by re-
searchers, and researchers seek for recogni-
tion and public consensus on the value of  this 
rational. Democratic polity demands a  sci-
entific background for political decisions and 
thus creates a  favourable environment for 
research. 
The new universal democratic values in sci-
ence have introduced the principle of diver-
sity into scientific thoughts and traditions, 
cultural pluralism, academic autonomy, and 
scientific freedom. Research in CEE could not 
remain in isolation, and in the environment 
of the global internationalisation of the re-
search community, the CEE countries have 
gained the most from benchmarking com-
parisons with contemporary international 
scientific achievements. In the field ofVET, 
the modern Western theories and concepts 
of the systems and content of education 
served as a point of  reference for an elabora-
tion of the national concept of VET reform. 
The initial 'stocktaking' phase of the reform 
has expired in most countries of CEE, and a 
turning point has now been reached when 
the scientific community is to elaborate its 
own national concepts and approaches. In-
novation in the field of VET on the basis of 
foreign know-how turns to original national 
innovative abilities in research and exchange 
with the international community on the 
basis of equal partnership. 
This is an important challenge for the CEE 
research community which is undergoing a 
transformation itself. In the past, not only 
political rhetoric dominated the research but 
in addition the forms of research were influ-
enced by the regime. Applied research had not 
been sufficiently employed, as the regime did 
not require support for political arguments 
with empirical data, or if  it did, it often turned 
to falsification and scientific discourse. VET 
research, to the same extent as VET itself, 
served the political power and was fully domi-
nated by it, not being an equal partner of  the 
decision-maker but rather an instrument, 
serving the needs of the centrally planned 
economy with the precise provision of the 
workforce. 
At present the research community in CEE 
is pursuing global developments in science: 
internationalisation, universal principles 
and culturally-centred concepts, multi-
disciplinarity of  research, inter-institutional 
cooperation, diversification of the institu-
tional base of  research (incorporation of  civil 
society and the private sector), cooperation 
in decision-making and in the world of em-
ployment, putting results into practice. The 
transitional context, however, is not always 
favourable and imposes certain implications 
on the development of research in CEE at 
the present time. For instance, the current 
interests of research are largely defined by 
their financial needs, and so turn to applied 
research, while theoretical elaborations are 
largely abandoned. For many researchers 
this presents the dilemma of the choice 
between 'paid' research or other work and 
private scientific interests. In the following 
sections we shall see what the main socio-
economic and political challenges for VET 
research are. Further we shall also look at 
what the shortcomings of the institutional, 
organisational and financial contexts ofVET 
research are, and where the VET research 
in CEE has or has not been successfully ad-
dressing the challenges of transition. 
2.2 Recent socio-economic 
developments 
All eleven countries in question had a four-
decade history of socialism before 1989, fol-
lowing either the Soviet pattern or their own 
socialist path (Albania, Yugoslavia). During 
socialist rule, the region maintained member-
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ship in CMEA  \  which involved a division of 
labour between the countries, with speciali-
sation in the production of certain goods. 
Therefore, after the years of cooperation 
within CMEA, the countries suffered from 
overspecialisation in particular industries and 
agricultural products. Vocational training, 
being closely linked to enterprises, and edu-
cation in general, and provided in accordance 
with a  meticulously calculated manpower 
supply for the state planned economy, re-
peated the pattern of  overspecialisation of  the 
economy itself, with narrow branches of spe-
cialisation at the top. Training was often di-
rected towards lifetime jobs (ETF 1999a). The 
nature of the centrally planned economy was 
reflected in an under-representation of mar-
ket-oriented branches, for instance in the 
services sector. Poor technological develop-
ment in the economy was reflected in poor 
equipment for education. The school system 
and as well as the content of education were 
defined by the state and its structures, ne-
glecting modern innovative methods of cur-
riculum development, teaching and learning. 
Passive learning and encyclopaedic knowl-
edge (Parkes et al. 1999) along with an old-
fashioned mechanical mediation of  the knowl-
edge  defining teaching methods,  were 
features of schooling prior to 1989. 
The process of democratic and economic re-
form began in CEE countries between 1989 
and 1991. The political transition commenced 
in most countries in 1989 (with the exception 
of  the Baltic states and Slovenia which gained 
independence in 1991), but substantial mar-
ket reforms were not initiated before 1991 
(with the exception of Hungary and Poland, 
where reforms started before 1990). 
Since the beginning of the process of  economic 
restructuring, the progress achieved in trans-
forming economies into competitive and dy-
4)  Council for Mutual Economic Assistance was 
established in 1959 and included Albania (only 
until1962 when the country stopped any coopera-
tion within CMEA after the break-up of relations 
with the USSR), Bulgaria, GDR, Hungary, Poland, 
Romania, USSR, Czechoslovakia. Yugoslavia had 
a status of associated partner in CMEA, underly-
ing its independency in the socialist path. The lat-
ter was a member of the Non-Aligned Countries. 
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namic markets has differed to a  significant 
extent. The early 1990s were characterised by 
a collapse in output and a decrease in labour 
productivity throughout the entire region. GDP 
in terms of  output volume fell by at least 20% 
in all countries at the beginning of  transition, 
and only in Poland, Slovenia and Slovakia had 
the GDP by 1998 re-gained its pre-transition 
level (in Poland it was some 17% higher than 
in 1989)(European Commission 1999, p.  52). 
Productivity growth has been a feature of the 
majority of countries in the region in recent 
years, although output per person employed 
in the Czech Republic is still at the pre-transi-
tion level. In Bulgaria, Romania (European 
Commission 1999) and Albania, both output 
per person and GDP are well below the pre-
transition level. These countries have yet to 
rationalise their economy, making it more ef-
ficient, and reducing the excess in manpower 
in industry and agriculture. 
At the beginning of the economic transition 
from a planned to a market economy, in most 
CEE countries there was an immense drop in 
employment in the state-sector industry, 
which was then followed by a steady decline. 
Whilst there has been a net creation of jobs 
in the private sector, it could not absorb the 
entire labour shift from the state sector. This 
resulted in continually increasing unemploy-
ment. Even in the countries that initiated in-
tensive economic reform in the early 1990s 
and where growth in employment has been 
stable over the last four years, this increase 
in employment was still unable to compen-
sate for job losses in comparison with the situ-
ation in 1989. In 1998, the average employ-
ment rate in CEE countries (with the 
exception of  Albania, where comparable data 
are missing) was around 63%, slightly above 
the EU average of 61%, with the highest em-
ployment rates, at around 70%, registered in 
Romania, Estonia and the Czech Republic 
(68%), and the lowest, at around 55%, in Hun-
gary (European Commission 1999). In all 
three countries with a high rate of employ-
ment, however, employment declined in 1998. 
In the Czech Republic and Romania, the de-
terioration of  the employment situation could 
also be explained by economic decline (GDP 
fell by 2,5% and 7% respectively in 1998, see 
table 1), and above all by the delayed imple--------------------------VET  research in CEE countries 
Table 1  : Key data 
Population  Territory  Working  GOP  GOP  Private  Inflation 
(thousand)  size  age of  annual  per capita  Sector  (o/o) 
(km2)  population (
0/o change)  in PPP  (%of 
(15-64)  (EUR)  GOP) 
(%average 
annual 
change) 
1998  1994-1998  1998/1997  1998  1999  1998 
A  B  c  D  E  F  G 
ALB  3 354  28 748  X  8,0  912 1)  X  8,0 
BUG  8 283  110 993  -0,2  X  3364  60  X 
CZR  10 299  78 864  0,5  -2,3  11  866  80  10,7 
EST  1 446  45 227  -0,8  1,1  4000  75  8,2 
HUN  10 092  93 033  0,0  5,1  9186  80  14,3 
LAT  2400  64589  -0,9  3,6  2 743 2)  60  2,8 
LIT  3 700  65 300  -0,1  5,1  2 622  70  2,4 
POL  38 667  322 577  0,8  4,8  6 057  65  8,7 
ROM  22 500  237 500  -0,3  -6,6  3285  60  59,1 
SLK  5400  49 035  0,9  4,4  8 900 3)  75  6,7 
SLO  2 000  20250  0,1  3,9  13 700  55  7,9 
EU-15  X  X  0,3  2,8  19007  X  1,6 
Sources: A,B,D,E,G: Fact Sheets, European Training Foundation, 1999; C: Employment in Europe 1999, European Commission 1999 
F:  EBRD Transition Report, 1999 (in Business Central Europe 12/1999); EU  15: OECD National Accounts, OECD 1999, 2000. 
Notes: 1) estimation; 2) year 1996; 3) year 1997 
mentation of a number of economic reforms 
(European Commission 1999). The employ-
ment situation improved in Poland and Hun-
gary in 1998 (European Commission 1999), 
the countries that started intensive economic 
reforms in the early 1990s. A slight improve-
ment in employment situation has also been 
recorded in Latvia. 
As in the EU Member States, unemployment 
has fallen in most CEE countries in recent 
years. The exceptions are Slovakia, Romania, 
Slovenia, and especially Bulgaria and the 
Czech Republic, where the unemployment 
rate increased significantly (see table 2,  an-
nex 1). The Czech Republic and Romania have 
still enjoyed the lowest unemployment rates5, 
at about 6,5% in 1998, though the tendency 
5) For the reasons of  comparability unemployment 
rates, used here, correspond to the ILO definition. 
The differences with the registered unemployment 
rates can be significant in some countries (please, 
see further elaborated in 5.2.1). 
toward unemployment is strongly increasing 
in the Czech Republic. The unemployment 
rate in Hungary and Slovenia was below 8% 
in 1998, and in all other countries close to 10% 
(Estonia, Poland, Slovakia) or above 13% (Bul-
garia, Latvia, Lithuania) (European Commis-
sion 1999). 
In all transition countries unemployment and 
income decline caused the spreading of pov-
erty and demographic crisis. The demographic 
situation has been characterized by the sharp 
fall of natality rates, the rise in mortality in 
a  few CEE countries and the large flows of 
international migration, particularly from 
more deprived countries and regions (Ellman 
1997). Furthermore, the ageing of  the society 
brings many implications on social policies 
and the burden on the public budget. 
The structure of unemployment has been 
changing in all countries, manifesting increas-
ingly higher proportion of  young people, fresh 
graduates, people with low or no qualifica-
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Table 2: Key employment indicators 
Employ- Share of  Share of  Share of  Unemploy- Unemploy- Youth  Long-term 
ment  employ·  employ- employ- ment rate  ment rate  unemploy- unemploy· 
rate (o/o  ment In  ment in  mentin  (%)1)  (o/o) 1)  ment  ment 
population agriculture  industry  services  (15-24%  (o/ounem-. 
15-64)  (%)  (o/o)  (%)  unemployed)  ployed) 
1998  1997  1997  1997  1994  1998  1997  1997 
ALB  X  X  X  X  X  17,7  X  X 
BUG  55,2 2)  11,6  36,6  51,7  20,5  16,0  26,1  56,3 
CZR  67,7  5,7  41,3  53,1  3,8  6,5  28,6  31,5 
EST  69,1  10,0  33,5  56,5  7,6  9,6  19,9  45,8 
HUN  51,4  7,8  33,2  58,9  10,7  7,8  27,5  55,3 
LAT  56,0  20,6  26,8  52,6  18,9 3)  13,8  22,1  62,9 4) 
LIT  64,5  20,5  21,5  58,0  17,4  13,5  26,0  25,2 
POL  60,5  19,9  32,2  48,0  16,5  10,6  27,5  34,1 
ROM  71,8  39,0  30,5  30,5  8,2  6,3  46,5  51,8 
SLK  58,9  8,6  39,2  52,2  13,7  11,9  31,9  57,6 
SLO  65,1  10,2  41,6  48,2  9,0  7,7  33,6 5)  54,9 
EU15  61 '1  5,0  29,5  65,6  11,1  10,0  X  X 
Source: Employment in  Europe 1999, European Commission 1999; 
Albania - Source: Fact Sheets, European Training Foundation, 1999. 
Notes: 1) I  LO Methodology; 2) year 1997; 3) year 1995; 4) year 1996; 5) year 1998, 2"d Quarter 
tions, elderly, ethnic minorities and people 
with disabilities. Youth unemployment in-
creased during the transition period in all 
countries, and the situation has only started 
to slowly improve in Bulgaria, Romania and 
the Baltic States. Youth unemployment as a 
percentage of  the unemployed varied in 1998 
from about 22% in Latvia and Lithuania to 
43% in Romania (European Commission 
1999, pp.l46-149, see also table 2). In all coun-
tries, with the exception of Romania and 
Slovenia, job losses brought about the with-
drawal of  a substantial number of  people from 
the labour force, which led to a significant rise 
in early retirements and the subsequent fall 
in the employment rates of  those aged 50 and 
over (European Commission 1999, p.60). 
The two age groups mentioned above- the 
young and the elderly - already suffer from a 
lower level of  participation in the labour mar-
ket, and when this is multiplied by low or 
inadequate qualifications, they may find 
themselves as being at a high risk for margi-
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nalisation and social exclusion. This challenge 
has been reported by many CEE experts. 
Lithuania represents a  peculiar example of 
an even more dramatic situation due to eco-
nomic disorder experienced in the early tran-
sition period, as a large portion of  the of  youth 
population (reportedly almost two entire age 
cohorts) do not possess any vocational quali-
fications recognised by the state (  Gurskiene 
1999). Thus if  the state will not conceive spe-
cial training programmes which could help 
these people to obtain a  vocation, they will 
constantly be found knocking at the doors of 
the labour exchange office (Dienys and 
Pusvaskis 1998). The same holds true for the 
older part of the population, which has an 
even higher risk of marginalisation in that 
they face greater difficulties in adapting to 
the new conditions than do the youth, and also 
in that they are somewhat disadvantaged in 
re-training provisions during times of eco-
nomic hardship, when training authorities 
often need to prioritise their subsidies for 
training courses. -------------------------VET  research in CEE countries 
In all countries of the region, a certain pro-
portion of  the respective age group leaves the 
general and vocational education system pre-
maturely and without qualifications. It is es-
timated that this proportion can be up to 20% 
of  the age group in vocational types of educa-
tion in some countries (ETF 1999b). The fac-
tors behind this lack of achievement are es-
sentially not very different from those in EU 
member states, but obviously, the specificity 
of the transition period add to their particu-
lar dimensions (ETF 1999b). 
Although activity rates decreased in all CEE 
counties in the transition period, employment 
among women aged 25 to 49 was still higher 
than in the EU average throughout the en-
tire region (European Commission 1999). 
Nevertheless, the employment rate among 
women decreased in at least two countries of 
the region, Hungary and the Czech Republic, 
where with the decline in the absorption ca-
pacity of the labour market females often 
withdrew from employment and opted to stay 
at home.  This temporary withdrawal may 
turn into lifetime exclusion if there are no 
special supportive measures assisting women 
in their return to the labour market (includ-
ing re-integration into the labour market af-
ter maternity leave). 
The opening up of the economy and the sub-
sequent pressure from competitive markets 
has pushed the transition process into adjust-
ing to global changes. Although the basic pat-
tern of the employment shift and the restruc-
turing of output and trade was the same in 
CEE as in the EU and global markets, the 
excess of manpower in industry and, in some 
countries, agriculture on the one hand, and 
the underdevelopment of the services sector 
on the other, have demanded an even higher 
rate of adjustment. The characteristics of 
employment have changed dramatically since 
1989, when in majority of  countries there was 
a big shift from the primary and secondary to 
the tertiary sector. 
At least in several CEE countries the issue of 
unemployment and especially hidden unem-
ployment is closely related to agriculture. A 
decline in employment in the agricultural sec-
tor was registered in the majority of countries, 
and only in Bulgaria and Romania has em-
ployment in agriculture slightly increased 
(European Commission 1999  ), absorbing part 
of the job loss from the industrial sector. Ag-
ricultural sector had been overstaffed in the 
whole region under previous regime, and al-
though substantial shifts in employment from 
agricultural sector have been marked, still far 
too many people work in agriculture. In all 
countries the proportion of  employment in the 
agricultural sector is above the EU average 
(about 5%),  especially in Romania (about 
40%),  Poland (about 20%) the Baltic States 
(see more table 2), and Albania. In the situa-
tion of reforming economies it is not a facile 
exercise to provide sufficient amount of jobs 
in alternative sectors. Therefore, two aspects 
are important in this view. First, development 
of  infrastructure and agriculture-related  jobs 
in rural areas such as food  processing and 
distribution, banking and other services 
(Bialecki et al. 1996), agrotourism and other 
innovative semi-rural activities, which intro-
duce ever-new challenges to traditional skills. 
In this respect widely available vocational 
guidance services and re-training courses are 
crucial. This cannot be implemented without 
a thorough analysis of regional development 
and labour market needs. Second, in order to 
make agriculture more efficient and competi-
tive as compared to a highly subsidized EU 
agriculture, adaptation of education and 
training to the new demanding requirements 
is necessary. 
Despite the extensive job losses in industry, 
the proportion of employment in this sector 
was still above EU average (about 30%) in the 
majority of the countries, exceeding 40% in 
the Czech Republic and Slovenia (table 2). The 
opening up of CEE markets also introduced 
an important qualitative shift in the indus-
trial sector, featuring a move from heavy in-
dustry and labour intensive production to so-
phisticated manufacturing and technology 
and knowledge intensive production. This 
shift has brought about quickly changing skill 
requirements in the industrial sector. 
Employment in the services sector has risen 
throughout the entire region since early 1990, 
although in 1998 it was still far below the EU 
average (European Commission 1999, for 
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Table 3:  Unemployment by educational attainment, 25-59 year olds, 1997 (o/o) 
ISCED0-2 
BUG  14 
CZR  12 
EST  16 
HUN  14 
LAT  15 
LIT  16 
POL  11 
ROM  4 
SLK  23 
SLO  9 
EU 15  13 
Source: Key Indicators 1999, European Training Foundation, 1999. 
1997 data see table 2). Thus the absorption 
capacity of  the services sector still maintains 
the potential to compensate for job losses in 
industry and agriculture. Taking into account 
the underdevelopment of the sector and the 
negligence in the vocational preparation for 
it during the pre-transition period, the shift 
in labour towards the services sector often 
occurred without any specific vocational 
preparation and large scale re-training activi-
ties (this is especially true for less demand-
ing occupations). In order to cope with the 
competition in open markets in terms of pro-
viding client-oriented quality services, the 
need to pay particular attention to the provi-
sion of training in this sector speaks for it-
self. 
The shift in employment from large to small 
and medium-sized enterprises followed the 
pattern of EU countries, but saw a  greater 
rate of  change due to the restructuring oflarge 
state industrial enterprises. In spite of the 
significant employment shift towards SMEs, 
the proportion of those employed in large in-
dustries in CEE still remains larger than in 
the EU. Given that the tendency will continue, 
it is important to take into account the spe-
cial skill requirements ofSMEs, where highly 
adaptable manpower with multiple qualifica-
tions and the ability to learn during their 
employment life signifies focal challenges for 
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Unemployment  rate  (O/o) 
ISCED3  ISCED 5-7 
10  5 
3  1 
13  7 
7  2 
14  8 
16  9 
8  2 
5  2 
8  3 
5  3 
9  6 
VET. The latter change is closely related to 
changes in work organisation with flexible job 
definitions, greater responsibility and inde-
pendence of employees, more emphasis on 
team working and adaptability to quickly 
changing new technologies with ability to 'un-
dertake a variety of tasks at the shop floor' 
(ILO 1998, p. 42). 
In addition to the specific problems of transi-
tion economies, the CEE countries face the 
same challenges as EU member states, such 
as facing demands involved with the globali-
sation of the economy, technological change, 
and the rise of the information society. These 
challenges impose a  special role on VET, 
which is to produce a highly qualified, flex-
ible and employable labour force. The figures 
in all countries show that the higher the level 
of education attained, the lower the risk of 
unemployment (table 3) 
The consequences of globalisation have an 
ambiguous impact on education and training. 
On the one hand, the increasing importance 
of knowledge-intensive industries, cumulat-
ing new technologies and ICT in the produc-
tion process, the employment shift to the serv-
ices sector and SMEs, increase the demand 
for upskilling and multiskilling. On the other 
hand, globalisation trends cause a more se-
vere competition, which, under the conditions -------------------------VET  research in CEE countries 
of the turmoil of transition economies, in-
creases the danger of troublesome access to 
training, especially after the completion of  the 
initial training, These challenges impose a 
demand in the elaboration of national poli-
cies and the introduction of special incentives 
for companies to support training provision. 
The initial education needs to enhance access 
and capacities at higher levels of education 
and provide a broad basis as a  primary in-
centive for lifelong learning. 
2.3 Initial setting and future challenges 
Virtually all CEE countries had an advanced 
system of  education that had developed in pre-
socialist times and during the socialist period. 
Under the communist regime, elementary and 
lower secondary education was provided on a 
compulsory basis by state-run schools. Upper 
secondary education (ages 14-18) was pro-
vided in the three main streams of general, 
technical and vocational education. General 
education was provided mostly for  a  small 
cohort of potential enrolments into higher 
education, the capacity and selection of  which 
was rather limited. The republics of the 
former Soviet Union, in particular Estonia 
and Lithuania, represented an exception, 
where VET had very low prestige, general 
education enjoyed higher participation rates 
and access to higher education was somewhat 
better. The vocational education and training 
available was traditionally broad, enjoying 
high participation rates and relatively high 
prestige in many CEE countries. VET had pri-
marily narrow specialisation schemes, often 
attached to state-run enterprises. VET had 
to fulfil its basic function of producing semi-
skilled and skilled workers to meet the 
occupational needs of state industry and ag-
riculture, based on the rigid, central man-
power-planning framework. The process of de-
mocratisation had serious implications for 
VET in CEE countries. The lack of flexibility 
in training, too narrow specialisation, over-
production of semi-skilled and skilled work-
ers and underproduction of highly qualified 
labour force werefeaturs of the VET systems 
in CEE at the beginning ofthe1990s, at which 
time VET began to find itself increasingly ir-
relevant to the quickly changing demands of 
the reforming economy. 
The weakening of state-based enterprises and 
the process of restructuring the economy 
worked to fracture the links between enter-
prises and vocational schools, and as a result 
the danger of  vocational knowledge and skills 
remaining irrelevant to labour market re-
quirements has increased. Companies, con-
cerned with their own survival on the mar-
ket have ceased to operate on-site schools and 
have lost interest in making contracts with 
vocational schools for the practical training 
of apprentices. This has led to a situation in 
which the VET system in CEE countries is 
predominantly school-based (the case of the 
Baltic republics, Romania, Bulgaria). In some 
countries, elements of partial, enterprise-
based apprentice training have been pre-
served, but the extent of  this continues to di-
minish (Czech Republic, Slovakia, Poland), 
and only in two countries (Hungary and 
Slovenia) was the dual system of apprentice-
ship training either preserved or re-intro-
duced. Hungary is virtually the only country 
where the attempt to keep enterprises inter-
ested in participating in the provision ofVET, 
has been relatively successful as compared to 
other countries. This is largely due to the early 
establishment of a  system of financing 
through a  national levy fund for vocational 
training and of tripartite bodies at the na-
tional and county levels. Economic hardship 
in enterprises as well as their shortsighted-
ness have also depreciated training and de-
velopment in human resources, and partici-
pation in CVT in many countries has been 
decreasing over the past decade. 
The communist legacy has had an impact on 
trends in the participation rates in education 
even up until the present. The analysis of  the 
Key Indicators (ETF 1998) shows that most 
of the countries with traditionally high par-
ticipation in vocational education (ISCED 3) 
as compared to general education (Bulgaria, 
Czech Republic, Hungary, Poland, Romania 
and Slovenia) still have substantially higher 
enrolments in VET.  A shift away from VET 
towards general education is evident in Bul-
garia and Hungary. In all CEE countries there 
has been an increase in enrolments in gen-
eral education providing preparation for en-
try into higher education. Lithuania and Es-
tonia that have traditionally seen higher 
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participation in general education than in 
VET, experienced an increase in enrolments 
in VET between 1993 and 1996, but also a 
further increase in enrolments in general edu-
cation. Latvia, the only Baltic country that 
had somewhat higher participation in VET 
but still very low prestige of it, has experi-
enced a significant increase in enrolments in 
general education, and a  decrease in enrol-
ments in VET during the same period, which 
has almost levelled proportions enrolled in the 
two types of upper secondary education. An-
other country with substantially higher par-
ticipation in general education as compared 
to VET is Albania, which suffered an overall 
drop in enrolments at the upper secondary 
level in recent years, especially in VET,  al-
though there was  a  slight increase in 
enrolments in general education in 1996. Ad-
ditionally, in all countries (except Latvia and 
Poland) the proportion of  enrolments in VET 
culminating in final examinations (Matura) 
has also increased. This demonstrates the in-
creasing demand for higher qualification lev-
els among students and on the market. The 
limited capacities at general secondary and 
higher education levels in a vast majority of 
CEE countries do not correspond to the de-
mand of the economy and the society, and 
support 'creaming' of  small proportions of  age 
cohorts on the one hand and the underskilling 
of early school-leavers and the low qualified 
on the other hand. 
The process of  democratisation and the tran-
sition to a market economy presented the VET 
system with challenges, and instigated the 
need for substantial reform. The reform proc-
ess in VET in CEE featured a  high rate of 
diversification in available education, the in-
troduction of private education, an improve-
ment in access to complete upper-secondary 
education programmes, especially in general 
education, and subsequently in higher edu-
cation. The reform encouraged innovations in 
teaching methods, standards and curricula, 
promoting the efficiency of VET, putting an 
emphasis on core skills and on the relevance 
of  skills/capabilities to the labour market. The 
reform process has not been completed in any 
CEE countries yet and is considered rather 
as an on-going process with a long term ori-
entation. In all CEE countries, reform has 
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been supported by Phare and other interna-
tional donor support programmes. 
Preparation towards EU accession introduced 
new challenges for the VET systems in the 
CEE countries. The countries stress an ob-
jective of focusing on the development of the 
human capital, prepared to compete at glo-
bal markets. The competitiveness, based on 
low labour costs, clearly is not a solution in a 
longer run. The CEE countries need to con-
centrate on investment into human resources, 
the provision of diversification of the train-
ing offer, an increase in the suitability of  given 
qualifications to the new competitive require-
ments and ensuring equality of opportunity 
in access to education and training for all. The 
EU policy guidelines increase the demand for 
the employability of the work force,  which 
must be tackled by reforming the content of 
education as well as teaching and learning 
practices. The goals and contents of educa-
tion need to integrate education for democ-
racy, the European dimension and multi-
cultural aspects in education. The shift from 
input quality control to output control of  edu-
cation, and the elaboration of  vocational and 
qualification standards shall be enhanced in 
close collaboration with social partners. The 
EU accession prospects will introduce greater 
labour mobility across Europe; under these 
circumstances a highly qualified labour force 
is the key to success. In the context of  labour 
mobility it is also important to ensure trans-
parency and recognition of  qualifications, pro-
vided in the CEE countries and beyond. 
Preparation for the EU accession also involves 
activation of the process of  institution build-
ing, improvement of systems of social part-
nership and enhancement of the principle of 
subsidiarity in decision making. The latter 
point is especially important in the context of 
the initiated regional reform in most CEE 
countries. The specificity of  the region is still 
large hidden unemployment in rural areas 
and high redundancy in state enterprises that 
cause significant differences in unemploy-
ment rates between regions. The unemploy-
ment is especially high in rural areas and in 
the regions with heavy industries (coal min-
ing and metallurgy). In the disadvantaged 
areas further shrinkage of  employment in ag--------------------------VET  research in CEE countries 
riculture and heavy industries is expected. An 
elaborate policy, including education and 
training measures, to promote social cohesion 
in such regions is important. The process of 
institution building at a regional level needs 
to go hand in hand with expert capacity build-
ing of  institutions and individuals at regional 
and local levels. The regions need effective 
collaboration in partnerships, inter-institu-
tional cooperation, exchange of information 
for  analysis and definition of priorities for 
regional development. The lack of expertise 
and capacity at a  regional level in defining 
problems and suggesting solutions in a 
broader perspective ('think globally, act lo-
cally'), may become an obstacle in further 
development. The next stage of the VET re-
form process needs a great deal of strategic 
thinking and conceptualisation in order to 
utilise the human potential in the CEE coun-
tries at all levels. 
2.4 Conclusions 
In all countries of the region, vital changes 
have occurred since 1990, the lasting impor-
tance of  which should not be underestimated. 
Nevertheless, the progress made by the coun-
tries during the period of transition varies 
markedly throughout the region. The coun-
tries that have advanced economically are 
already experiencing some growth in eco-
nomic output and employment. However, the 
excess of  manpower in the industrial and ag-
ricultural sectors is still an issue in most parts 
of the region, and a further shift towards the 
services sector could be expected in the com-
ing years. Job losses and a  decrease in em-
ployment in the early years of transition, 
though partly compensated for by the expand-
ing private sector, especially in successful 
transition economies, still affects large por-
tions of the population. Disadvantaged groups 
on the labour market have suffered from the 
increasing rates of unemployment in the re-
gion, putting young people and the elderly, 
especially with low or no qualifications, peo-
ple with different forms of physical and men-
tal disabilities, and national minorities all at 
a high risk for social exclusion. The nature of 
the issue of social exclusion and an analysis 
of the causes and effects of the situation be-
come especially important under these cir-
cumstances. The countries have tackled the 
problem through specific employment and 
training measures, the effectiveness of  which 
has been measured in some countries (see 
further), providing a  useful benchmarking 
perspective for the others. 
The crucial challenge faced by the counties of 
the region is to complete the transition to a 
competitive market economy while at the 
same time creating sufficient jobs to avoid 
excessive rates of unemployment or inactiv-
ity (European Commission 1999), especially 
among the risk groups. The analysis of the 
socio-economic context has provided evidence 
of a double transformation in CEE, in which 
the countries of  the region experience not only 
the single transition from a state to a market 
economy, but also undergo (and to no less an 
extent) a  global transformation. The latter 
involves shifts in employment towards SMEs, 
deindustrialisation, changes in the world of 
work with the stress being placed on infor-
mation technology and knowledge-intensive 
industries. 
The opening up of economies to the highly 
competitive global markets introduces a  di-
lemma of there being a need for ever higher 
standards of skills and competences (up-
skilling) and at the same time a lack of  train-
ing provision by enterprises as a result of se-
vere competition on the market. The latter 
point is not unique to CEE, but its severity is 
certainly exacerbated by the transition period, 
when many firms are faced with the question 
of survival. In this respect, the provision of 
initial and continuing vocational education 
and training becomes increasingly more im-
portant, and for the CEE countries the role of 
VET in preventing and combating the nega-
tive consequences of transformation has ad-
ditional accountability. The role of the state 
in providing initial VET and re-training for 
adults under the aforementioned conditions 
becomes indispensable, but even more so is 
its role in the systemic re-organisation of 
training provision in such a way as to allow 
for alternative methods and sources of  financ-
ing the system, better access to training 
among all age cohorts, and increasing the rel-
evance of  education to the needs of  the labour 
market. The VET systems are undergoing tre-
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mendous changes, trying to meet the chal-
lenges of"both" transformations, and finding 
themselves in  ... the middle of  the reform proc-
ess. In the surroundings of  such profound and 
fundamental change the role of research 
speaks for itself. Research into VET and the 
labour market must be of sufficient aptitude 
to analyse the change that has occurred 
against the background of global trends and 
suggest further evolutionary steps. But is 
there a conceptual framework that can allow 
for this type of thorough analysis? Does re-
search itself in the turbulent times of trans-
formation have the adequate capacity to 
tackle this challenging task? 
3. A conceptual framework for 
the analysis of change in re-
gard to education and train-
ings 
Indeed, the change that had to occur after 
1989 was almost taken for granted, without 
any particular specification of what needed 
to change and how. In the conditions of  global 
change (see above) the challenge is even to 
find the point of  departure, as well as the one 
of intention. 
A great deal of  literature has been written on 
change and even on the management of 
change, most of both concentrating on social 
and political theory and social psychology. The 
conceptual framework for change from the 
perspective of transition and with a  strong 
reference to education aspects is missing, es-
pecially as far as research in CEE is con-
cerned. Mestenhauser (1998), a  scholar of 
Czech origin residing in the US, sought the 
answer to this problem in comparative think-
ing and in the key concept of "culture". He 
turned to cultural anthropology, using litera-
6) This part is predominantly based on Mesten-
hauser's essay (1998) on Cross-cultural perspec-
tives of change. The author, however, addressed 
the essay as a  point of reference for conceptual 
framework, and the following text does not directly 
repeat Mestenhauser's statements. 
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ture (Kluckhol and Strodtbeck 1961) as a ref-
erence point, and on this built up the concept 
of system diagnosis and knowledge recovery 
by the means of  cross-cultural comparison. In-
deed, the remarkable post-socialist change ap-
pears not to be merely a  change within the 
same system, but rather an unprecedented 
transformation from one major system to an-
other, which is not a  simple linear change 
(Mestenhauser 1998) but a qualitative shift 
from one cultural perspective to another. 
Thus, the cross-cultural analytical perspec-
tive is a  multi-dimensional variable where 
each research environment represents certain 
cultural values not only in a spatial dimen-
sion but also in a temporal perspective. Dif-
ferent cultural perspectives have different 
values of education, work, motivation, 
achievements, etc. The change in the period 
of transition, therefore, is an ongoing (non-
static) change from one culture to another 
with the aid of  an adaptation of  values inher-
ent to other cultures. The latter point is cru-
cial. 
The transition period, especially its early 
phase, was characterised by a high volume of 
research and development projects, produced 
with the help of foreign expertise, in which 
the mechanical transferral of  their knowledge 
and skills could not be directly applied to the 
environment of CEE countries. While not in-
tending to undervalue the contribution of  for-
eign consultants to the revival of the region, 
it is difficult to deny that their intervention 
was not always efficient and workable. There 
is a great deal of  evidence in social and politi-
cal theory that the mechanical application of 
replicas ofWestern conceptual models in so-
cieties with different history and traditions 
may lead to scientific and existent disconti-
nuity. However, complaints about this mat-
ter by the Eastern scholars were not accom-
panied by any elaboration of  a local conceptual 
framework for development, often for the sim-
ple reason of  a lack of  thorough knowledge on 
strategic development. Dramatic change and 
profound societal developments require a 
massive infusion of ideas everywhere. It is, 
however, a dilemma to find a balance between 
universal and unique values. This balance is 
difficult to determine from the outside. The 
answer is certainly to be found not only in -------------------------VET  research in CEE countries 
Figure 1: Scheme of changes influencing vocational training policy and the supporting research 
Source:  Lauzackas 1998, p.26. 
the mere collaboration of scholars across bor-
ders and cultures, but also in effective dia-
logue, value sharing and a joint search for 
balance from both sides. This cannot be 
achieved without a  massive "knowledge re-
covery" programme aimed at assisting East-
ern scholars in acquiring intellectual knowl-
edge, critical and comparative thinking and 
an elaboration of  their own insight regarding 
future evolutionary needs. This will bridge the 
gap between "external" and "internal" cultural 
influences (Mestenhauser 1998). 
The Lithuanian scientist Lauzackas (1998) 
pointed out that 'the focus of continuous vo-
cational training change is the preparation 
of the participants and their predisposition 
to change themselves and the surrounding 
environment. Hence, only systematic knowl-
edge of vocational training and anticipated 
problems can guarantee a  well-grounded, 
strategic vocational training policy' (p.6). 
Lauzackas attempted 'to develop a complete, 
systematic, theoretical model of constantly 
changing vocational training, meeting educa-
tional needs of an individual and preparing 
him for the world of work' (p.6). The change 
of VET was tackled as 'an all-rounded devel-
opment, determined by ever-changing rela-
tionships between a person and the surround-
ing economical social environment, as well as 
personal actions of vocational training par-
ticipants' (p.11). Therefore 'the main quality 
of  vocational training is the ability to change 
together with the changes in the surround-
ing environment so as to confirm to the most 
general principles of democracy and human-
ism' (p.21). Thus, provision of general quali-
fications, lifelong learning and the ability to 
learn, VET as a continuing process of human 
development, are crucial principles of  contem-
porary VET (Lauzackas 1998). 'Having de-
scribed vocational training change presump-
tions and principles, the object of vocational 
Education science is defined as the object of 
interdisciplinary science' (p.21).  Therefore, 
'labour market research, research of voca-
tions, qualification research and vocational 
training research' are integral parts of the 
single system of research objectives. 
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A comprehensive understanding of  the entire 
system and the dynamics of change is there-
fore an important aspect. What has been dem-
onstrated in VET research in general and 
especially in the research in CEE is an exami-
nation of  the autonomous parts of  the system 
without an attempt to analyse it as one whole 
consisting of interacting and mutually shap-
ing parts. Indeed, reductionism to one par-
ticular field (e.g. provision of  initial vocational 
education at the upper secondary level) in the 
high dynamics of change and subsequent in-
duction analysis does not allow for an account 
to be taken of all aspects of systemic change 
and mutual interference. Deduction from the 
complexity of  system dynamics to the dynam-
ics of its integral parts is an alternative con-
ceptual approach, thus far not sufficiently 
exploited. This is subsequently reflected in the 
separation of institutional structures, re-
searching bits and pieces of the system, with 
a lack of awareness of the achievements, in-
formation, knowledge and appraisal of the 
others. What is even more peculiar and novel 
for CEE, with the introduction of  competitive 
relationships, the separate institutional struc-
tures within one country and one field ofVET, 
including analytical structures, started to act 
as rival entities, just as though they were not 
parts of one and the same system. This phe-
nomenon, although not necessarily typical for 
all countries, was evident in a few,  not only 
in the private sector, where such behaviour 
could be explained by their market-oriented 
nature, but also among public or state insti-
tutions. 
4. Institutional framework, 
organisation and development 
of  VET research in CEE 
4.1 Institutional framework of  VET 
research 
The following section is mainly prepared on 
the basis of a discussion paper written by M. 
Csako Identifying and assessing VET  research 
institutions in the Phare and Tacis countries 
(1998) and the country overviews of  VET re-
search. As the former was commissioned by 
ETF with the specific purpose of analysing 
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the situation in research institutes and the 
feasibility of establishing a  network of re-
search institutes in partners countries, the 
country overviews for the purpose of  our study 
did not pursue the objective of assessing the 
situations of and in the research institutes. 
Furthermore, this is not an objective of our 
analysis. Logistical and financial arrange-
ments are considered only in terms of  the con-
straints or advantages they induce in re-
search. Therefore, information from Csako's 
paper (drawn from the analysis of two ques-
tionnaires distributed among experts in part-
ner countries) was used above all, and only 
additionally compared with the information 
supplied by the National Observatories and 
their experts. 
The patterns of  institutional organisation for 
the purpose of  the analysis of  VET differ some-
what throughout the region. An attempt at 
typology in the later section of  the paper pro-
vides only a  general framework and is not 
intended to take into account the entire com-
plex of arrangements of structures involved 
into VET research, which are at any rate in a 
continual process of  change. Institutional ar-
rangements for the provision of research in 
partner countries are still suffering from the 
consequences of the socialist past. 'VET re-
search shared the fate of VET in general 
amidst the turbulent changes of the transi-
tion: many institutions have not survived, 
others have been reorganised, split into parts 
or re-emerged into new organisational struc-
tures. VET research has no uniform institu-
tional structure throughout CEECs and the 
CIS. Central VET institutes seem however 
serving as foci  of crystallisation of research 
efforts where they exist' (Csako 1998, p. 4). 
Here it is important to emphasize one meth-
odological remark about what actually Csako 
. looked at in his paper. In the CEE region, he 
noted that only two countries established an 
institution called research institute in the field 
ofVET: communist Czechoslovakia (in 1950) 
and Lithhuania (a research centre ofVytautas 
Magnus University in Kaunas established in 
1993).  Other countries have governmental 
institutions developing and supervising  VET, 
or methodological or academic centres. No 
matter what the institution was called, our analysis demonstrated that there is no strict 
difference between them, and while research 
institutes deal with theoretical research as 
well as (and even predominantly) with devel-
opment projects and applied research, this 
fact also applies in reverse. Even in countries 
where there is no institute in the field of  VET 
with a major research capacity (Estonia and 
Latvia, Jogi 1999; Ramina 1999), other insti-
tutions have emerged as substitute structures 
(other sectoral institutes, universities, and 
National Observatories that under the cir-
cumstances seem to serve as focal points for 
VET research in these countries). Irrespec-
tive of whether the institutions involved in 
VET research are or are not research insti-
tutes, in CEE they have a far better capacity 
to carry out applied research (e.g. labour mar-
ket analyses, school to work transition, 
sectoral studies) or development projects (e.g. 
curriculum development, elaboration of 
standards, evaluation of outcomes of educa-
tion, etc.) and 'less ready to analyse the rela-
tionship between VET and labour market and 
even less fit to do theoretical research of  larger 
socio-economic context of VET' (Csako 1998). 
'Research in VET can be distinctively [highlight-
ing by OSI] split into two main parts: research in 
vocational education, (under the Ministry of Edu-
cation and Sciences) and research in vocational 
training, (under the Ministry of Labour and Social 
Affairs or other ministries). The first part is rela-
tively broader than the second one, having quali-
tative advantages also'. 
Mustafai A., 1999, 
VET research in Albania 
These facts in no way question the aptitude 
of the research personnel: researchers are of 
high quality in terms of level of scientific de-
gree, volume of publications, involvement in 
international projects, etc. A lack of analyti-
cal capacity in the countries to cover the 
multidisciplinarity of the analysis of links 
between VET and the labour market reveals 
the traditional, old-fashioned, inductive ap-
proach ofVET research, also heavily mirrored 
in institutional specialisation. For instance, 
institutes of labour and social affairs would 
mostly deal with research on labour and so-
cial issues, VET institutes would concentrate 
on the curriculum of initial education, peda-
gogical institutes would deal with didactics, 
etc. In the countries where there is no special 
research institute in the field  of VET, VET 
research is sometimes located at institutes of 
education research. This arrangement also 
reveals an outdated privileged link of  VET to 
education, along with its separation from the 
economy (Csako 1998, p.15). This problem is 
not a specific concern of the CEE region: it is 
rather a general issue on the European re-
search agenda. Furthermore, in each one of 
the studied CEE countries there is evidence 
(mostly recent) of the positive practice of 
intersectoral, suprainstitutional and multi-
disciplinary studies, even though it is still 
rather exceptional. The idea of National Ob-
servatories as institutions that work in an 
intersectoral network of experts and institu-
tions in their countries hopefully contributes 
to this positive development. 
As  has already been mentioned, another 
weakness revealed by Csako (1998) and con-
firmed by country papers on VET research 
(1999) is a lack of  thorough theoretical works 
on the larger socioeconomic context of VET. 
Why this is so could not be straightforwardly 
explained on the basis of  information provided 
by national experts. Perhaps the financial 
constraints of the transition period and the 
consequent prioritisation of projects that can 
evidently provide immediate results (i.e. ide-
ally applied research and development 
projects) offer at least a partial explanation. 
In each country there are again fortunate 
exceptions, where attempts to undertake com-
prehensive theoretical research in a  broad 
socioeconomic perspective have been under-
taken (more so observed in Poland, Lithua-
nia and the Czech Republic). 
In general, the VET research community in Alba-
nia is limited, in terms of quality and quantity. Only 
during the last years, close cooperation of Alba-
nian and foreign VET experts has influenced the 
improvement of their expertise. 
Mustafai A., 1999, 
VET research in Albania 
The actual research and development work is of-
ten  hindered because of a lack of researchers. 
There are only few people who could be called 
VET researchers and they are either of retirement 
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age or close to it, while there is no young genera-
tion  emergin. There are also no schemes at 
present available or planned for initial training, 
continuous or retraining the researchers. 
Jogi K.,  1999, 
VET research in Estonia 
Although in general the high quality of ex-
pertise of  the researchers in CEE is not ques-
tioned, there are certain limitations to exper-
tise and deficiencies observed and reported 
by the countries (e.g. Bulgaria, Albania, and 
Estonia). It is interesting to note that it is for 
the most part (although not only) in the link 
itself between VET and the labour market, 
the world of  work, and social partnership and 
VET, that a lack of expertise is pointed out. 
The problem is again derived from the same 
sources: the old-fashioned separation of the 
research function in education and the em-
ployment field.  One peculiar complaint is 
found in the Estonian paper, (Jogi 1999) con-
cerning the lack of training provision for re-
searchers. The intellectual potential in the 
society actually emerges out of  higher educa-
tion, in which Estonia is not exactly an ex-
ample of the "creaming" of small intellectual 
cohorts. According to data, this country en-
joys the second highest rate of  educational at-
tainment in ISCED 5-7 (tertiary level) among 
all age groups, although somewhat decreas-
ing among the young (here table 4). The only 
suggestion is that this is an indication of a 
lack of  preparation at the university and post-
graduate level in the field of VET and its 
macro-con  text. 
There are certainly other reasons for exper-
tise shortages than the lack of appropriate 
knowledge in the field: the limited number of 
experts in small countries (the majority of 
them in CEE) on the one hand, and numer-
ous projects on the other hand, create a defi-
cit among analysts; in some countries also the 
issue of  the brain drain is not of  little signifi-
cance (the latter will be approached further 
on).  Nevertheless, a  programme of massive 
knowledge recovery seems to be a healthy and 
appropriate measure in all CEE countries, not 
merely by attracting foreign expertise (this 
will be further explored later on), but rather 
by sending existing and future experts for 
training and temporary work placements 
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abroad (here more Mestenhauser 1998). Joint 
research projects are another invaluable tool 
for knowledge recovery and a strong stabilis-
ing factor in science: the analysis of data col-
lected in one comparative survey (Bobeva 
1997) shows that the higher the participation 
in joint research projects in the country (e.g. 
Hungary, CR, Slovenia), the lower the outflow 
of researchers from science. 
'There is no one single central institution dealing 
with research in the field of VET. In 1990 the Insti-
tute of Vocational Education and Training, the only 
agency in the education sector that dealt with re-
search in this field, was closed. During almost ten 
years since the institute had been closed, a gap 
emerged, which has not been really fulfilled'. 'It is 
also worth adding that at the beginning of the 1990s 
other sectoral institutes, that operated in such im-
portant fields,  as  education programmes, teach-
ers training and  research  of youth,  were also 
closed. The reason for abolition of these institutes 
was low effectiveness and inconsistency with the 
new conditions of the state functioning. The rational 
behind these decisions was assurance, that higher 
education and science will undertake research in 
this field, but in practice it did not bring about the 
expected results.' [Translation by OSI]. 
Drogosz-Zablocka et al., 1999, 
VET research in Poland 
'It is estimated that actual inclusion of faculties is 
importantly connected with  the  interests of their 
researchers. It has to be mentioned that the most 
important research projects which led to the intro-
duction of new vocational education and training 
system were carried out within the research activi-
ties at  university.  Out of three  research  projects 
from the field of vocational education and training. 
currently carried out within the National research 
programme, two are carried out within university 
research activities. Research projects dealing with 
the relation between vocational education and the 
labour market are also mainly carried out by the 
researchers at independent research institutes and 
university research institutes.' 
Ivancic et al.  1999 
VET research in Slovenia 
The analysis of background country reports 
has demonstrated that in most countries the 
institutional arrangement is still suffering 
from the consequences of  the socialist period, when research was separated from universi-
ties and placed mainly within the structure 
of national Academies of Sciences, or was 
transferred to state ministerial research 
structures. Pedagogical faculties were often 
closed under the communist regime, and were 
re-opened only after 1989. Research at peda-
gogical faculties, however, mostly tends to 
cover general and academic education and 
deals little with VET.  Pedagogical research 
(didactics, educational psychology, etc.) also 
takes place primarily in the pedagogical fac-
ulties of universities. 
Exceptional cases are Lithuania, Slovenia and 
to some extent Romania and Poland, where 
university VET research is quite well devel-
oped. In Slovenia, a great deal of applied re-
search is undertaken at Slovene universities 
which also actively participate in the devel-
opment projects of  national interest. Vytautas 
Magnus University in Lithuania is a central 
VET research point where substantial applied 
and basic research has been carried out. In 
Poland, schools of  higher education are active 
in research into agricultural training, and in 
the field of  management and human resource 
development,  done mostly by economic 
schools. A high share of profit from the re-
search activities of Polish institutions of 
higher education (Drogosz-Zablocka et al. 
1999) is an indicator of  the activity of  research 
function there, although the data refer tore-
search in general without particular reference 
to VET. 
In Romania, approx. 15% of the state budget 
for universities is allocated to research (Balica 
et al. 1999). The orientation of university re-
search toward the field of VET came to be a 
component of Romanian reform. VET re-
search constitutes a considerable share of  the 
university research in this country. Universi-
ties in Romania mostly focus on fundamental 
scientific research, analysis of programme 
contents with reference to labour market re-
quirements, regional development and other 
aspects (Balica et al. 1999). In the Czech Re-
public, although the Institute of Educational 
Research and Development at the Pedagogi-
cal Faculty of Charles University does not 
study VET as its primary topic, it has played 
substantial role in strategic studies and the 
formulation of  policy documents working with 
experts from other institutions. 
At present, the research function of  universi-
ties throughout the entire region is undergo-
ing revival. Although VET research at uni-
versities is fairly active in some countries (e.g. 
Lithuania, Romania, Poland, Slovenia), it still 
remains inactive in the majority of countries 
in the region. 
The cooperation of  universities with industry 
and the business sector in general is very ex-
ceptional even in countries where university 
research into VET is well developed (e.g. 
Lithuania). Only Romania and Slovenia re-
ported somewhat better cooperation. In Ro-
mania, cooperation between universities and 
the business sector concentrates on human 
resource development requirements and 
makes up approximately 30%  of university 
research financed by business (Balica et al. 
1999). In Slovenia, universities are involved 
in developmental and advisory projects for the 
needs of companies in the field of human re-
source development (HRD), education provi-
sion, career planning, etc. The extent of this 
cooperation, however, has decreased during 
the years of transition due to financial con-
straints in companies (Ivancic et al. 1999). It 
seems that businesses prefer to work either 
with private sector consulting firms (applied 
research and consultancy) or with manage-
ment development advisors from the MBA 
type of higher education. Unlike the other 
countries, cooperation between the university 
and VET schools is lively in Lithuania, where 
the results of  master theses are often used by 
VET schools (Gurskiene 1999). 
Social partner organisations are involved in 
VET research still only to a limited extent. 
During the period of transition, the institute 
of social partnership had to be re-instituted 
in the countries of CEE. From rigid, highly 
politicised and largely discredited structures, 
social partner organisations had to transform 
into active organisations representing the 
interests of the employer and employees at 
all levels of societal development. This proc-
ess has been very challenging, and the role of 
social partner organisations in VET as such 
is rather limited in all countries (only Hun-
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gary and Estonia seem to be more successful 
in this transformation). Cooperation between 
research institutes as well as universities 
with social partners is also very weak. The 
role of social partners undertaking research 
into VET is negligible. Slightly more active 
are employers' organisations, which conduct 
analyses of  enterprise training and qualifica-
tion needs and their HRD policy (e.g. Czech 
Confederation of Industry and TransporF, 
Latvian Confederation ofEmployers8, Latvian 
Chamber of  Commerce and lndustry9). There 
is no evidence of the active involvement of 
trade unions in VET research in CEE. 
The role of private, for-profit companies in 
VET research within CEE is extremely lim-
ited. The process by which VET experts work-
ing in state institutions go  private is only 
starting. So far a process of accumulation of 
VET knowledge from the perspective of in-
ternational achievements and management 
skills has occurred. Harsh competition in the 
Consultancy market comprised of leading 
European firms has also not been a support-
ive factor for entrepreneurship in the field of 
VET expertise by national specialists. This 
situation has started to change slowly and we 
can find a  few  studies produced by private 
firms in all countries. They mostly concen-
trate on applied research, surveying the train-
ing needs of companies, supply and demand 
in education, CVT offer (DHV Prague), assess-
ing competences in the telecommunication 
sector (Telekomunikacja Polskiej S.A.), elabo-
ration of  the system of  qualification standards 
in the banking sector (Polish Foundation of 
Banking Education and Research), assessing 
7) The company survey was conducted in 1998 by 
the Czech Confederation of Industry and Trans-
port, examining inter alia human resources devel-
opment and skills needs in enterprises. 
8) LSE has conducted two company surveys: Spe-
cialities and qualifications requested in the labour 
market- in 1996-1997, and Links between the la-
bour market and the vocational education system 
in Latvia -in 1997 (Ramina 1999). 
9)  Latvian Chamber of Commerce and Industry 
organised a questionnaire survey among employ-
ers on the quality of qualification provided in ex-
isting vocational schools in textiles sector (1997) 
(Ramina 1999). 
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the graduates in enterprises and company 
skill requirements (AMD and Universitas in 
the Czech Republic), conducting regional 
(GAREP - Czech Republic) or subsectoral 
analyses (Gradua in the CR, AS PW Partners 
in Estonia). Sometimes private firms combine 
analytical work with training courses (mostly 
trainers training) and publishing activities 
(CIVET in Albania). 
Studying human resource management, hu-
man resource development in companies, man-
agement training needs and management de-
velopment are other fields where private firms 
are relatively active. Often national surveys 
are done by the national branches of  interna-
tional consulting firms, which are already well 
established and have national experts work-
ing with them (e.g. PriceWaterhouseCoopers 
1999). Access to the results of such surveys is 
often hindered either by client-related policy 
(delivered only to a client, otherwise confiden-
tial) or by a strong, for-profit orientation, mean-
ing that the price of the final product is ex-
travagant. It is important, however, to note 
that private consultants often participate in 
open tenders announced either by public/state 
institutions or by agencies with international 
funds in both the narrowly defined applied 
research and in comprehensive strategic stud-
ies (e.g.  Euro-In Consulting10  in Romania, 
Deloitte &  Touche11  in the Czech Republic, 
EMOR Ltd12• in Estonia). 
10) Euro-In Consulting coordinated the Study on 
labour market and related implications on the 
manpower provision by the vocational education 
and training system within the framework ofPhare 
Project No. R09405 carried out in 1998 (Balica et 
al. 1999). 
11) Deloitte & Touche produced A study of  needs, 
demand and supply of  management training in the 
banking and financial sector of  the Czech Repub-
lic in 1996 on the basis of a contract with the na-
tional Training Fund, Phare HRD programme. 
12) Emor Ltd. Conducted qualitative research 
among SMEs in three focus groups in Tallinn and 
Rakvere. The study Training of  skilled workers and 
personnel management of  companies (Tamm 1997) 
was initiated by Estonian National Observatory. 
Similar studies were undertaken in 1998: Using 
skilled labour in enterprises (Tamm 1998a) and 
Survey on vocational schools (Tamm 1998b). -------------------------VET  research in CEE countries 
The recent strengthening of the private sec-
tor of VET expertise (research and Consul-
tancy) is evident in all CEE countries, al-
though the extent varies. It depends not only 
on the level of  advancement of the country in 
terms of the economic transformation, but 
also on the state tax policy, market competi-
tion (both private and public) and the employ-
ment environment in public sector research. 
The private status has its own advantages in 
VET analysis, as it presupposes independence 
from state structures, and therefore, provides 
a good incentive for objectivity and equality 
in cooperating with all public bodies. How-
ever, it may impede the implementation of 
findings and recommendations insofar as 
state decision making is concerned. Some of 
the National Observatories or their host in-
stitutions have had or have even recently at-
tained a private non-profit status (Bulgarian 
Human Resource Development Fund, Czech 
National Training Fund) or the status of a 
non-governmental organisation (Estonian 
Foundation for Vocational Education and 
Training Reform, Albanian National Observa-
tory, Latvian Academic Information Centre, 
Polish BKKK-Cooperation Fund). This posi-
tive development is also a big challenge, not 
only for these organisations, but also to the 
reciprocity of society. 
Civil society sector research is still rather in-
active in the field of VET (unlike the social 
sciences in general where quite a few studies 
have been conducted by non-governmental 
organisations (NGOs). This is connected with 
the insufficient development of civil society 
institutions and the still rather 'centralised' 
(state oriented) mentality of the public. Nev-
ertheless, it seems that where funds are avail-
able (often allocated from international assist-
ance programmes), NGOs are more active. 
Apart from non-governmental foundations 
with partial foreign funding, very few signifi-
cant research projects undertaken by NGOs 
are reported.13 
13) One such project is the research TOP 500 
Gazety Bankowej Kadry, which has been the first 
comprehensive analysis of human resources, re-
cruitment and training provision in 500 biggest 
Polish companies (Drogosz-Zablocka 1999). 
4.2 Financial aspects and coordination 
of  VET research 
The financial constraints of the transition 
period affected all sides of research life in 
CEE. Some institutions have been closed 
down (e.g. Poland) or were never created af-
ter the introduction of state independence 
(e.g. Estonia, Latvia, Slovakia14). All research 
structures have reduced the number of staff 
in an effort to make research more efficient. 
Large research institutes were replaced by 
smaller, but more flexible  and autonomous 
research units as a logical reaction to a com-
mon problem of all post-socialist countries -
overstaffing and the too narrow specialisation 
of research structures (Bobeva 1997). The 
other side of the coin is that with poor eco-
nomic conditions and tight budgets in the 
early transition period, research often failed 
in the category of least priority areas. Reli-
able data on the number of staff engaged in 
VET research are not available, as numerous 
institutions and individual researchers are 
involved. We  assume that VET research is 
experiencing the same trends as research in 
the CEE countries in general. Aspects of fi-
nancing VET research are also difficult to 
analyse, as information on this point is very 
scarce. Therefore, general data on research 
and development have been used for the pur-
pose of our analysis. 
' ... institutions are vastly underfunded and lack a 
wide  range  of well-qualified  personnel to  ad-
equately respond to the complex needs of the VET 
subsector' 
Mustafai A.  1999, 
VET research in Albania 
Comparing the number of scientists and en-
gineers in research and development (R&D) 
14) Slovakia and the Czech Republic are a classi-
cal example of  the consequences of  disintegration. 
Following dissolution of the federal state in 1992, 
there is are number of  sister institutions in Prague 
and Bratislava, where only Prague's central VET 
institute (Research Institute ofTechnical and Vo-
cational Education) maintains its predominantly 
research identity, and Bratislava enjoys a higher 
capacity Institute of Labour, Social Affairs and 
Family than its sister institution in Prague. 
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Figure 2: Research and development:  Number of scientists and engineers per million people
and expenditures  as o/o of GNP
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per million people, we can see that the CEE-
10 average (data for Albania are not avail-
able) is about 93Vo of the EU average (calcu-
lated on the basis of World development
indicators 1998). The Czech Republic, Hun-
gary, Latvia, Lithuania, Poland and Roma-
nia fail in the category of being understaffed.
However, the number of scientifrc staffin Bul-
garia is about twice the EU average, in Esto-
nia - about 1.5 times, and slightly above av-
erage in Slovenia. The latter two cases are
specific examples of very small countries
where the reported numbers represent almost
the total of the small research community
there, while Bulgarian science is clearly over-
staffed. At the same time, expenditure  on
R&D as a percentage of gross national prod-
uct (GNP) in Estonia Q.67o) and Romania
(0.7Vo) are far lower, not only than the EU
average (L.87o), but also than the CEE aver-
age (slightly over L%o).In the more stabilised
economies,  after a sharp reduction of the
number of staff at research institutions and
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the number of institutions themselves dur-
ing 1990-1997,  the number of scientific per-
sonnel has started to grow slightly since 1998
(CSO, 1999), building on the rational of de-
velopment and the consequent  necessity of
increasing investment into R&D. Indeed, al-
though the number of staff in research had
been decreasing in all countries up until re-
cent years, in their efforts to rationalise  and
make the research field more effective, invest-
ment into research increased, at least in some
of the CEE countries. Nevertheless, the ex-
penditure of partner countries on R&D still
lags behind the expenditure of EU member
states, approximately  to the same degree as
the latter lag behind US spending (2.8Vo)15.
15) It is important  to mention the relativity  of the
above statistics as the GNP absolute numbers be-
tween CEE and the EU member states differ to a
great extent, which is only an additional confir-
mation of the poor frnancial conditions  of science
in CEE.Thus, in spite of personnel reduction, which 
occurred in all countries, research is still over-
staffed in a few of them, although in several 
CEE countries the redundancy policy was 
exaggerated and scientific establishments 
there suffer from understaffing. In most CEE 
countries, the academies of  sciences and state 
research institutes were mainly affected by 
the reduction of  personnel, while staff  at uni-
versities did not experience personnel redun-
dancy to the same extent (Bobeva 1997). The 
number of staff  I expenditures ratio still sig-
nals that, in CEE, researchers are poorly paid, 
and work under poor conditions with very lim-
ited funds for undertaking research. Indeed, 
salaries in the science sector in most coun-
tries are low and even lower than the national 
average salary (Poland, Bulgaria, Romania, 
Slovakia, Estonia, Latvia), varying from the 
highest paid research personnel in the region 
- in Slovenia, followed by the Czech Repub-
lic, and the least paid in Lithuania (Bobeva 
1997)16• 
Working conditions showed the greatest va-
riety, as revealed by Csako's survey (1998): 
'Financial shortages and in some countries 
organisational limitations also hinder access 
to modern communication'. Access to modern 
technology, software, the Internet, the results 
of international research, etc., directly influ-
ences the mode of work undertaken by re-
searchers in CEE (see table 5 on the rate of 
Internet usage in CEE). The financial con-
straints of  the transition period imposed par-
ticular difficulties on the development of re-
search and often prevented the initiation of 
innovative research projects. In many cases, 
financial constraints on research activities, 
low salaries and poor working conditions led 
to an outflow of  experts from the research field 
and for the most part into the private sector. 
The big difference between the number of 
employed researchers and those working on 
research projects, discovered by Csako (1998), 
'supports the assumption that in transitory 
conditions, with restructuring institutional 
system, there are far too many factors to keep 
16) The data used by Bobeva (1997) are outdated 
(1993) but wage statistics show that the trend re-
mained the same. Data for Albania are missing. 
even prominent VET researchers outside VET 
research institutions' (p. 16). The situation is 
so complex that even directors and senior re-
searchers can be seen undertaking private 
activities at the same time (Csako,  1998). 
They are mostly involved in research or de-
velopment projects, conducted by other agen-
cies, and financed either by national sources 
and granting schemes or,  even more fre-
quently, by international ones. This issue is 
not obvious, and the consequences are rather 
ambiguous. Indeed, on the one hand, involve-
ment in work of other institutions and espe-
cially international projects increases the 
mutual awareness of ongoing projects and 
interinstitutional co-operation. On the other 
hand, it leads to a  de-concentration in the 
work of researchers and the atomisation of 
the scientific aspirations of research institu-
tions. 
The wage gap between the East and the West, 
as well as the other factors mentioned above, 
also creates a high incentive for emigration. 
Research on a problem of  the brain drain and 
brain waste in the period of transition has 
been largely neglected. The only exception 
was Poland, where the massive emigration of 
scientists had been an issue even before ini-
tiation of the reform process. In 1997, the 
European Commission - DGXII supported a 
collaborative survey carried out in ten CEE 
countries within the framework of  the COST 
programme (Bobeva 1997). The main findings 
showed that the highest volume of emigrat-
ing scientists out of the overall outflow from 
science between 1989 and 1995 occurred in 
Poland (15%),  Estonia (14%),  Bulgaria and 
Slovakia (above 11% in each). It is worthy to 
note that all four countries also belong to the 
group where scientists' salaries are below the 
national average. Most of those who emi-
grated were young (mainly between 30 and 
40), with a high professional profile, and pre-
vailingly in possession of doctoral degrees. 
The analysis of the situation in Albania 
showed an even more dramatic situation: 
nearly 15% of  the entire population, the most 
active and qualified, emigrated to neighbour-
ing countries (Mustafai 1999). 
The report revealed, however, that internal 
migration of  scientists was a far more signifi-
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cant problem for the countries than external 
migration. The internal outflow (internal 
brain drain) mostly occurred in the direction 
of  the private sector and self-employment, but 
also into other research institutes, govern-
ment administration, or unemployment. Un-
fortunately a large part of the outflow from 
science proved to be not only a real loss for 
science, but also a  brain waste. Part of the 
internal brain waste was an outflow into types 
of work with lower qualifications in the pri-
vate sector and into entrepreneurship for the 
sake of higher income. Moreover, the mass 
outflow of scientists could not be fully ab-
sorbed by the labour market, and a consider-
able proportion of the outflow from research 
is reported as being unemployed: in Bulgaria 
- 28% of the outflow, Latvia- 9%, Slovakia 
8%, Estonia 4.5%, and Romania 3%. The brain 
drain primarily affected the natural and tech-
nical sciences, but also, though to a lesser ex-
tent, social and economic sciences (Bobeva 
1997). 
Although the outflow of scientists from the 
sector is declining as a result of stabilising 
factors, the problem remains significant. At 
the same time, the opening of  borders and the 
intensification of research cooperation has 
changed profile of migration of researchers: 
the number of scientists employed abroad is 
increasing (especially in Poland, Hungary and 
the Czech Republic), where short-term em-
ployment or involvement in research projects 
abroad are especially widespread (Bobeva 
1997). 
Coordination mechanisms ofVET research at 
a  national level vary among the countries. 
Whatever the mode of research organisation 
and its coordination at the decision-making 
level is, coordination was reported as either 
insufficient or entirely missing in all CEE 
countries. The problem of  research decentrali-
sation was understood by national experts in 
two distinctive ways: the first tackled general 
institutional and administrative decentrali-
sation of the state as an integral part of the 
reform process (positive connotation); the sec-
ond associated decentralisation with the 
highly scattered VET research function and 
very poor coordination of projects among nu-
merous institutions involved (negative con-
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notation). The first meaning was referred to 
by all CEE countries as virtually non-exist-
ent or negligible, while many countries re-
ported the second one as a serious obstacle to 
greater transparency and cooperation be-
tween the institutes. It is peculiar to see that 
in the countries where VET research is in fact 
highly centralised and very close to the state 
sector, a lack of coordination (even under one 
and the same ministry!) and cooperation be-
tween different institutions was reported 
(Mustafai 1999). The reform process has im-
posed certain improvements in inter-institu-
tional cooperation, noticed in recent years 
(Drogosz-Zablocka et al. 1999). 
'In Poland state budget resources for R&D activi-
ties form above 60°/o of all R&D expenditures, and 
this is far more than in European Union member 
states. For comparison in EU member states state 
budget funds for R&D reach  about 40%,  and in 
OECD countries- about 33%.' [Translation  by 
OS I]. 
Drogosz-Zablocka et al., 1999, 
VET research in Poland 
Research into VET in CEE countries is pre-
dominantly funded by the state budget and 
concentrated around the main VET (research) 
institute or several institutes (e.g. institute 
of pedagogical studies, adult education cen-
tre, etc.), mostly financed by the Ministry of 
Education. Research into the labour market 
is mostly organised around the institute, 
studying issues on the labour market and so-
cial aspects, and financed through the Minis-
try of Labour. This arrangement leads to the 
fragmentation of research, lack of inter-
sectoral collaboration and a lack of  contextual 
perspective in narrowly defined (as deter-
mined by sectoral bodies) research topics. 
Research in general is normally regulated by 
the law on research (Estonia 1995, Czech 
Republic 1992 with amendment in 1995, 
Slovenia 1991, Lithuania 1991), although not 
all countries have reported so. The laws de-
fine the status of executive, administrative 
and advisory structures in the field of  research 
and development, and main financing princi-
ples and methods (including granting proce-
dures where available). The state usually pro-
vides seed funding for research institutes, financing its current expenditures and the 
salaries (fully or partially) of the personnel. 
Financing is channelled through relevant 
sectoral ministries, and therefore in the case 
of VET it is mostly the ministries of educa-
tion which finance and request for research. 
Project funding comes from national grant 
system, state research orders (e.g.  ministe-
rial), and significantly from international as-
sistance programmes. Universities as inde-
pendent entities receive financing for their 
teaching and research activities as part of 
their budget (allocated through the ministries 
of  education), but can also apply through the 
national grant system or participate in ten-
ders for the announced research project. In-
stitutes of academies of science receive sepa-
rate funding allocated for this purposes out 
of the state budget. 
As the ministries of education are the main 
funding source for research in education, some 
countries have an executive body which runs 
grant procedure under or within the minis-
try (e.g. Estonian Science Foundation, Grant 
Agency at the Czech Ministry of Education, 
Polish Ministry of  National Education. the Ro-
manian National  Agency for Employment and 
Vocational Training.): announcing calls for 
tender, allocating competitive research grants 
on the basis of peer reviews, monitoring 
projects and in some countries also identify-
ing the research priorities of  the subsector in 
the coming period. Similar executive bodies 
operate under other ministries. Their linkage 
to state level advisory or another type of  body 
(e.g. Governmental Council on Research and 
Development in the Czech Republic, Estonian 
Research and Development Council, Polish 
Committee of Scientific Research, Romanian 
National Agency for Science, Technology and 
Innovation, Lithuanian Council of Science, 
Slovak Council for Research and Technology) 
is to provide coordination at a national level, 
avoid duplicity in project funding and ensure 
transparency on research projects already 
available. Even in countries that have such 
arrangements it does not seem very efficient, 
as coordination has been noted as being weak 
in all countries. The mere existence of re-
search coordination structures at the national 
level, however, does not mean that they allo-
cate funding or announce research projects 
in VET (e.g. Poland) and sadly enough they 
almost never have any reference to VET re-
search. 
The crucial question remains as to how these 
bodies can be made functional and integrate 
VET issues. Perhaps these structures with a 
complex hierarchy have become too bureau-
cratic to be efficient, or VET research has not 
been a priority. Moreover, coordination of re-
search in the ministerial domain is not ben-
eficial enough for such a  multidisciplinary 
field as is VET. It would seem that the nomi-
nation of one of the existing VET research 
institutes, or even the establishment of an 
intersectoral group of VET experts and the 
subsequent nomination of them for the task 
of coordination, could be helpful, in this way 
separating the coordination function from the 
bureaucratic machine. This has been partially 
achieved in Lithuania where no coordination 
specifically for VET research is foreseen at 
the state level. The Centre for Vocational 
Education and Research (Vytautas Magnus 
University) is coordinating research in the 
field of  VET, while other leading institutions 
in the field of VET are responsible for VET 
policy formulation VET (Lithuanian White 
Paper 1998). The establishment of coordina-
tion structures or the improvement of  the ex-
isting coordination framework is especially 
important for Latvia and Estonia, where no 
major VET institute which could be a focus 
for  all major VET activities in the country 
exists. 
Information provision on the existing or com-
pleted research projects is achieved by con-
stantly updating databases, mostly operated 
by the same (executive or advisory) coordina-
tion structures (e.g. Poland, Czech Republic). 
Without questioning the value of such infor-
mation systems, we would however stress the 
importance of  broad information provision for 
the public. This can facilitate not only the mu-
tual awareness of institutions about the re-
search work in the country, but also may help 
to identify potential partner institutions and 
individual researchers for future projects, and 
consequently facilitate cooperation. Some in-
stitutions have been publishing for these pur-
poses periodicals with information about on-
going projects and their outcomes. These 
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periodicals mostly remain based around a sin-
gle institution and a central scientific maga-
zine in the field of VET research is rarely 
available (the exception is Lithuania where 
the  journal Vocational education: research and 
reality covers the entire VET research field 
in the country (Gurskiene 1999)). 
The declaration of national priorities for re-
search in general is rather common for the 
whole region, but the definition of priorities 
in VET research is systematised only in a few 
countries (in the Czech Republic,  Slovenia, 
Latvia, Romania and recently partly in Po-
land), though mostly done at the ministerial 
level without the involvement of other inter-
ested parties. Slovenia, for instance, has a 
National Research Programme, enacted by 
the parliament, which defines public service 
in research activity with a  definition of the 
aims and extent of  particular disciplines (VET 
is part of social science research in the pro-
gramme and deserves about 8% of  the budget 
earmarked for research activity) (Ivancic et 
al. 1999). In Estonia, identification of  research 
priorities is done in a  more 'informal' way 
through discussion among VET actors in the 
Estonian Education Forum and subsequent 
statements on future priorities for research. 
The latter approach is acceptable as it brings 
about at least a  certain level of consensus, 
while the mere declaration of research pri-
orities at the political (decision-making) level 
does not mean that there had been any iden-
tification process with the involvement of dif-
ferent experts and other actors in VET.  In 
Lithuania, future research priorities were 
defined in the White Paper-EU Phare 1998, 
which also presupposes a  prior discussion 
process. 
The research institutions and universities in 
Poland that conduct research projects from 
their own main budget turn to their founders 
with the request to define research priorities, 
but in the end they usually define them them-
selves. This all leads to the fragmentation of 
research topics and demonstrates a  lack of 
policy in the field (Drogosz-Zablocka et al., 
1999) 
National 'granting' procedures seem to be 
rather rigid, whereby the majority of  research 
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is done either on the basis of an addressed 
order to a particular institute or on the basis 
of  terms of  reference with a tender procedure. 
There are very few cases in which the state 
defines only broad research fields (priorities) 
and announces open calls for proposals. This 
is the case of Slovenia and the Czech Repub-
lic. The former runs such granting procedures 
for broad intersectoral topics, the latter may 
change the system due to low transparency 
and poor practical outcomes of such 'ground-
generated' projects. Both of the countries at-
tempt to promote inter-institutional coopera-
tion, taking into account the intersectoral 
nature of VET research. A balance must be 
found between assigning the research tasks 
and allowing the institutes to generate the 
project according to their understanding of  the 
current needs in research fields broadly de-
fined by the state. 
In Albania as in other CEE countries, minis-
tries are the main clients that determine stud-
ies at research institutes, but there is no sys-
tem of national granting procedures for 
undertaking research in VET (M ustafai 
1999). In general, the role of national actors 
in VET research in Albania was reported as 
very limited for two main reasons: financial 
constraints and the absence of the habit of 
analysing the situation before making a po-
litical decision (Mustafai 1999). 'Scientific' 
culture in political action and rhetoric is still 
rather low in CEE, and in  Albania in particu-
lar. 
4.3 Role of international activities 
As we have seen, the issue of the outflow of 
researchers from science is directly connected 
to the level of  salaries among researchers, and 
also to the volume of  investment in research. 
In a period of economic hardship, assistance 
to research and development by international 
donor organisations has become indispensa-
ble. D.Bobeva (1997) in her synthesis report 
comes to the conclusion that while the long-
term migration of  researchers is mainly in the 
direction of  the USA, the exchange of  research 
contacts and cooperation in general ('brain 
exchange') is moreintensive with EU coun-
tries. This tendency is reflected in the volume 
of financing research within the framework VET research in CEE countrres
Figure 3: Scientists working on projects financed  by EU and USA (%)
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of support programmes  by the EU and the US.
In all CEE countries, financial support from
the EU has been far more substantial than
from the USA.
Financial support from international  donors
has often been a major source of sustainability
for research institutions and researchers
themselves. We would have suggested that
this has especially been the case in those coun-
tries where national resources have been very
limited, but the available data do not actu-
ally confirm this. Only some donor organisa-
tions have clearly identified priority regions,
based on the principle of aid intervention in
areas with worse economic conditions  (e.g.
USAID was one of the major donors in early
transition years in Central Europe but with
an improved economic situation and a pre-
accession status of these countries, USAID
moved its priorities further to the East). As
the EU Phare assistance programme has been
the major source of financing in the majority
of the countries. and because its assistance
has been largely aimed at preparing the CEE
countries  for the entry and harmonisation of
their systems with the EU, Phare did not have
a preferential funding policy for more de-
prived countries. The share of the interviewed
scientists in the aforementioned  brain-drain
survey (Bobeva 1997) involved in a joint re-
search project with Western institutions was
also the highest in Hungary, Slovenia and the
Czech Republic (table 3).
This shows that the farther along the coun-
try is in the process of EU integration, the
higher the volume of joint research projects.
This is also influenced to a great extent by
eligibility for the EU programmes  (not only
Phare but also Tempus, Leonardo da Vinci,
Socrates, Youth for Europ€, etc.), and espe-
cially by the momentum brought about by the
enactment of full membership. There has been
a certain level of spontaneous  coordination  at
the international level. Where Phare funds
were not a major source of support for VET
reform, the World Bank or another donor
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Figure 4: o/o of respondents  participating in a joint research proiect with western institutions
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(ILO, tII{, Soros foundation, etc.) took the lead
(e.g. the case of Albania). In some countries
also the World Bank loan funds were supple-
mented with Phare funds to run a more com-
prehensive  national reform of VET (e.g. Po-
land). Research cooperation is dependent on
access to international programmes, but also
on information availability and efficiency, the
preparedness  of the institutional and legal
system to incorporate  and market interna-
tional programmes,  and to some extend on the
traditional openness of the research commu-
nity to such cooperation.
The role of international donor organisations
in research in general and in VET research in
particular has been highly appreciated by all
countries (Country overviews of\IET research
(see list of background  reports 1999 on first
page); Bobeva L997; National Observatory
country reports 1998). The issue of coordina-
tion and transparency  is less positively re-
ferred to, with frequent criticism of the dupli-
cation of funding, the lack of information, and
especially in the case of bilateral projects, the
lack of coordination with national priorities.
AII countries, with the only exception  ofAlba-
nia, reported the Phare VET reform pro-
gramme as the major reform source and often
a driving force of change and innovation. Re-
forms ofvocational education and training sys-
tems, which took place between 1990-1998 and
were supported by Phare, served as a catalyst
in curriculum development primarily in the
area of initial \mT, in the training of school
staff, the upgrading oflearning equipment,  the
involvement of social partners in policy and
needs formulation,  the evaluation of pro-
gramme results and the drafting of policy pa-
pers on further reform steps. The Phare sup-
ported reform in VET made an attempt to
initiate systemic reform through the develop-
ment of a new curriculum reform model in a
limited number ofpilot schools. 'The model was
imported from EU countries and, though ideo-
logically attractive, paid little attention to the
specific transition conditions of each individual
country'(Parkes  et al., 1999, p. 30).
The extent to which the research component
was present in the reform process varied from
one country to another. All programmes
started up from some sort of prior analysis,
in which the Western consultants normally
participated directly or which they mainly
carried out and involved the participation of
national experts. The analyses were aimed at
an assessment  of the national VET systems,
the institutional and socioeconomic  conditions
in the countries,  as well as at a comparison of
existing systems and arrangements in the EU
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member states as far as their appropriateness 
and feasibility for implementation in partner 
countries was concerned. 'One of the main 
drawbacks of the first phase of vocational 
education and training reforms in some ofthe 
Central and Eastern European countries is 
the fact that reform programmes were gener-
ally launched with little labour market infor-
mation' (ETF 1999a, p.15). Indeed, although 
all reform programmes started from an elabo-
ration of the conception and analysis of the 
labour market and general socioeconomic and 
demographic developments, information on 
trends in employment and prospective infor-
mation on the labour market was very lim-
ited. Indeed earlier Phare VET programmes 
possessed a thorough concept of the reform, 
derived from the long-standing needs of edu-
cation and from a pro-Western model of de-
velopment. But the analysis of the transi-
tional nature of  socioeconomic developments, 
employment prospects and the changing na-
ture of  employment were not sufficiently con-
sidered. Sometimes this was taken into ac-
count during the following phase of the 
programme, when a series of  feasibility stud-
ies and system assessments (e.g. UPET pro-
gramme in Poland in 1992) and subsequent 
needs analysis (MOVE in Poland in 1993) 
were conducted (Dlugokecka et al., 1996). 
'The fact that the Strategic Study was prepared 
by foreign  experts in  close collaboration with 
Czech (and Slovak) professionals contributed to 
the high quality of the Study and at the same time 
the broad professional public was made aware of 
the  modern  approaches to  the  issues at  hand 
applied in developed countries as well as of the 
knowledge and experience in these countries' 
(Grootings and Kalous et al.  1997, p.179) 
Both Czech and Slovak reforms emerged out 
of the Strategic study of vocational education 
and training, developed jointly by foreign 
(Birks Sinclair and Associates Ltd., 1993) and 
national experts, which 'presented the first 
comprehensive view of the issues of  VET after 
the political turnover of 1989' (Grootings and 
Kalous et al. 1997, p.178). The analysis ofthe 
advantages and disadvantages of  the then ex-
isting VET system was performed against the 
background of social, economic and political 
conditions. The study remains one of  the most 
respected pieces of  analytical work in the coun-
tries up until now,  and one of the strong as-
pects of its methodology - collaborative re-
search between foreign and national experts-
has been noted many times as its convincing 
advantage. The study naturally lacked a thor-
ough analysis of  current and upcoming employ-
ment trends, as these data has been largely 
missing in both countries. 
Later Phare VET reform programmes paid 
more direct attention to the analysis of em-
ployment trends, maintaining labour market 
analysis as a  component of the programme 
(e.g. Romania, and recently FYROM). For in-
stance, the Romanian Study on labour mar-
ket and related implications on the manpower 
provision by the VET system (CNA Veneto 
Euro-In Consulting 1998) attempted to sub-
stitute the lacking prospective data on labour 
market trends with specific field surveys, 
measuring a) the occupational supply of vo-
cational school graduates, and b) labour de-
mand by occupations in stock and flows. 
The aforementioned study and others like it 
attempted to outline the main systemic draw-
backs and suggest reform steps leading to a 
more flexible VET systems and curricula 
through implementation in a  decentralised 
manner via selected pilot schools. At the end 
of the programme period, each country con-
ducted an evaluation in which the main re-
sults and findings were assessed with respect 
to European developments in the field ofVET. 
This programme component involved a great 
deal of  research and was very important from 
the point of view of subsequent political de-
velopment, outlining the future steps for na-
tional implementation. 
The pilot character of the reform, though at-
tempting to address systemic problems, has 
had certain limitations. Without trying to de-
preciate the added value of the reform pro-
gramme, it has certainly been difficult to 
mainstream the specific achievements after 
the programme's completion. The countries 
that succeeded to actively involve decision 
making and a broad spectrum of social part-
ners at an early stage in the programme, and 
that managed to reach a consensus on the fu-
ture of reform, have been doing better in im-
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plementing the results nation-wide. Indeed, 
the innovation of curriculum being run in 
some 20-40 pilot schools in a flexible decen-
tralised manner certainly brings about an 
added value, but if the approach is not dis-
seminated at a national level, then the value 
of  the project runs out. Paradoxically the prob-
lems of mainstreaming the achievements of 
Phare (and other) reform projects could be at 
least partially connected with the direct re-
production and testing of the foreign experi-
ence in a sample of schools, where the reform 
could be seen as something not developed 
nationally but copied from abroad. The reform 
models paid insufficient attention to the spe-
cific transition conditions of each individual 
country (Parkes 1999). The eventual success 
ofthe implementation of  achievements at the 
national level not only involves the recogni-
tion of findings and the consensus regarding 
the issue, but also involves the question of 
existing institutional frameworks (and con-
sequently often a  need in institution build-
ing), reform of other integral parts of educa-
tion system, mentality of all actors involved, 
and allocation (or the very existence) of  finan-
cial resources. 
'VET development projects funded  by  interna-
tional donors are normally anticipated by a pre-
liminary research phase to clarify the objectives 
of the  projects and  to  appropriately define the 
activities, partners, time schedule, budgeting etc. 
In the majority of cases there are foreign special-
ists that lead this process, cooperating with Alba-
nian specialists or local experts that normally have 
a second hand role (as a source of information). 
In some cases, this phase is neglected or under-
estimated and has resulted in not realistic project 
documents and weak results on the application 
of it.  One of the main weaknesses experienced 
during the conception and application of bilateral 
and  international VET projects in Albania is  not 
taking sufficiently into account all the aspects of 
the Albanian contexf 
Mustafai A.1999, 
VET research in Albania 
In spite of the few drawbacks of the Phare 
supported VET reform programmes in CEE, 
the latter are seen as success stories in all 
countries, and the role of Phare as the main 
or sometimes even the only VET reform ini-
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tiative is widely acknowledged. A peculiar 
case is Albania, where Phare VET reform in 
comparison with other international assist-
ance projects, has played a very limited role 
(presumably due to the fact that  Albania does 
not belong to the pre-accession group of part-
ner countries). The Phare VET reform pro-
gramme was postponed for several years and 
was finally rushed through in 1998, making 
it impossible to fully accomplish the objectives 
that had been started in this country rather 
late (Mustafai 1999). The research component 
of the project was vague, particularly repre-
sented by an attempt to introduce a new ap-
proach for market analysis. However, in a 
later Phare project, which aimed at piloting 
a  modular curriculum system in Albania 
(ALBA  VET), research played a more substan-
tial role (Mustafai 1999). The adaptation of 
the Scottish model for the development of 
vocational qualifications, registration, ac-
creditation and certification, and in conform-
ity with the Albanian context, has demanded 
research (still ongoing), in which the national 
institutions are fully involved (Mustafai 
1999). Although the Albanian background 
study is far more critical towards the way for-
eign assistance reform programmes have been 
organized and coordinated than are reports 
from other countries, generally it is admitted 
that VET research in Albania is almost en-
tirely financed by foreign donors. The limited 
national funding is used to cover the salaries 
of state research institutions, and foreign as-
sistance is used for research activities, allow-
ing for normal operations (Mustafai 1999). 
Another major, international, expert contri-
bution has been the involvement of some of 
the CEE countries in the OECD analyses. 
During the last six years, several countries 
were engaged in Reviews of national policies 
on education, labour market analysis, analy-
ses of aspects of transition from school to 
working life and of the financing of life long 
learning. All these studies have been done on 
the basis of background reports produced by 
national teams with a subsequent analytical 
reflection (reviews, country notes, compara-
tive reports) of the OECD experts. It is im-
portant to note that OECD does not finance 
projects, and the primary value of  its involve-
ment is precisely the expertise, collaboration -------------------------VET  research in CEE countries 
of national and OECD teams, the exchange 
of knowledge and ideas, recommendations, 
discussions with national decision making 
bodies, and the professional follow up on the 
implementation of proposals. The OECD 
analyses are among the most comprehensive 
studies that were produced in the region at 
the beginning of transition, viewing the VET 
system as a part of the entire system of edu-
cation and life long learning in the context of 
changing labour market conditions. Many of 
the recommendations produced in 1995-1996 
remain acute and significant until even now. 
This certainly is true of the majority of rec-
ommendations produced within the context 
of the reviews of national policies of educa-
tion (OECD 1996a, Bialecki ed. 1996), espe-
cially in the case of  the Czech Republic. Many 
recommendations have been closely linked to 
the need for institution building in the field 
ofVET (Czech Republic), which requires sub-
stantial financial resources or a radical reor-
ganisation of  existing institutional structures. 
Therefore, the implementation of these rec-
ommendations is hindered by the lack of  con-
sensus at a national level as well as the lack 
of  financing required for the implementation 
of such demanding reforms.  In 1998-99, 
Slovenia (OECD 1998), Latvia, Estonia and 
Lithuania benefited from participation in the 
OECD education policy reviews (in the latter 
cases the drafts are not officially available 
yet). OECD also produced many comparative 
studies, either examining only a few countries 
of the region within a  bigger, international 
group (OECD 1999, Green A. et al. 1998), or 
examining the CEE region with the involve-
ment of  all countries (0ECD1996b). The com-
parison with other CEE countries and ad-
vanced democracies has been a  very useful 
benchmarking attribute of OECD studies. 
The World Bank has also contributed to the 
comprehensive analysis of VET and the la-
bour market in CEE: it started with a com-
parative analysis of  the systems in the region 
(The World Bank 1995); its loan programmes 
have substantially contributed to an up-grad-
ing of VET systems in some countries (e.g. 
Hungary); it has been a major reform driving 
force  and implementation tool in the coun-
tries, where Phare funds were limited (e.g. 
Albania). 
Another principal contributor to transparency 
and a greater comparability ofCEE vocational 
education and training systems and matters 
is the European Training Foundation. It has 
been operating actively since 1995 in close co-
operation with national experts. The creation 
of a National Observatories network in 1996 
brought about a  standard comparative per-
spective in studying major VET issues, a com-
prehensive understanding of  the VET system 
in the wider context of  the labour market, and 
continuity by following main trends and in-
dicators in VET and the labour market on an 
annual basis. ETF projects attempted to nar-
row the gaps in VET analysis in CEE. Dur-
ing recent years its projects concentrated on 
studying the role of social partners in VET 
within the CEE countries, systems of continu-
ing vocational education, standards, employ-
ment policies, teachers and trainers training, 
tertiary professional education, VET in the 
context of regional development in the part-
ner countries, etc. ETF has contributed to the 
coordination of  donor activities in some coun-
tries by organising donor workshops (e.g. Al-
bania 1997). It  has supported preparatory ac-
tivities for the initiation of the Leonardo da 
Vinci programme and directly participated in 
the implementation of  the Phare VET reform 
programmes in CEE countries. 
Despite the indisputable great value of the 
ETF activities in CEE, there have been cer-
tain drawbacks, often noted by national con-
tributors. The ETF became operational rather 
late and the changes in partner countries that 
occurred between the decision to establish the 
ETF (1990) and its actual operational start 
up (1995) were already enormous. In this situ-
ation the ETF had to define its role in the 
development process when transition was al-
ready well under way and many structures 
and concepts were already in place. At the 
same time, the initial transition period in 
most CEE countries was largely undertaken 
on the basis of bottom up initiatives, sponta-
neous developments and often intuitive think-
ing in the situation of  the lacking conceptual 
vision of the education and training reform 
at the central level. This shortcoming was 
tackled by the ETF through the introduction 
of  analyses and recommendations within the 
many dimensions of VET. The main reason 
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behind the occasional criticism of  these efforts 
seems to be the ETF's endeavour to run many 
projects with relatively limited funds and very 
short time frames. This approach resulted in 
a certain fragmentation of  projects and tasks. 
The projects aimed to tackle the most urgent 
areas for reform and were expected to have 
immediate results, i.e. recommendations for 
future reform steps. The latter approach has 
been rather typical for the internal mecha-
nisms of support of the CEE research at the 
national level as well. This sometimes led to 
a lack of support for thorough theoretical re-
search per se in CEE, which would be neces-
sary in the future, but lies beyond the scope 
of the Foundation's activities. Early an-
nouncement of the planned studies and 
projects and subsequent agreement at a na-
tional level (sort of OECD model) may facili-
tate not only a consensus and, consequently, 
the success of project implementation, but 
also co-funding from the national sources. 
As the ETF is not directed at supporting re-
search projects and infrastructures, the stud-
ies produced under its auspices have been of 
a mainly developmental and applied nature. 
Therefore, as it has been mentioned above, 
there has not been support for basic research 
in the field of  VET in CEE. In 1998, the ETF 
initiated assessment of  research institutes in 
CEE (Csako 1998) with the view to establish 
a network of such institutes in CEE and the 
CIS. Support for research agencies was lim-
ited to a marginal contribution for the initial 
sustainability of the CEE Club for VET Re-
search Institutes (exists since 1995) and (co-
)financing of meetings of researchers. How-
ever, the very establishment of National 
Observatories in the countries where research 
institutions had been missing contributed to 
the revival of VET research there. The ETF 
also supported the present overview of VET 
research in CEE, and in general intends to 
assist in strengthening the research function 
of National Observatories, an initiative re-
ceived very positively by NOs themselves. A 
wider involvement of  the research community 
and support for research projects, including 
fundamental research, would be desirable. 
CEDEFOP maintains long-standing coopera-
tion, albeit still limited, with research insti-
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tutes and independent researchers in CEE. 
Between the two EU decentralised agencies 
that deal with VET in synergy but with a dif-
ferent mandate and scope of activities, it is 
CEDEFOP which is the more research  ori-
ented and has well established links with the 
leading EU research structures. The CEE 
countries would certainly welcome more ex-
tensive cooperation with CEDEFOP and its 
partners in the research field, while further 
cooperation with the ETF in applied analy-
ses and development projects would be nec-
essary also beyond the point of EU accession. 
A big step forward in knowledge and method-
ology sharing between member states and 
partner countries has been the gradual open-
ing of the possibility to join EU programmes 
for CEE countries (Socrates, Leonardo da 
Vinci, Youth for Europe, Research Framework 
programmes). Of special importance for VET 
research has been the Leonardo da Vinci pro-
gramme, with its Surveys and Analyses (S&A) 
strand, opened to partner countries during 
1998-199917•  Unfortunately so far there has 
been only one call for proposals in this period, 
which allowed for applications under the S&A 
strand. The data on recent calls is very scarce 
and does not allow for a  comparison of the 
share ofS&A projects out of  the entire number 
of approved projects in member states and in 
CEEC under the same call. The most recent 
project compendium refers to the 1997 call, in 
which CEE countries still held primarily the 
roles of associate ('silent') partners and could 
not promote the projects. Thorough informa-
tion on the 1998 Call is not yet available. 
As a result, we could only compare the results 
of the 1997 Call for member states and the 
1998 Call for partner countries18• The share of 
S&A projects within the total number of 
17) Although Pilot Projects- another type of the 
Leonardo da Vinci projects- also often contain a 
research component, their primary objectives are 
innovation and development, and analysis often 
present there is only a tool (assessment, compari-
son, etc.) for application. 
18) Information on the 1998 Call- S&A successful 
projects -was collected with the help of  the Czech 
national Resource Centre for  Guidance through 
National Coordination Units. projects is traditionally low in all European 
countries, which is possibly due to the relative 
complexity of the application requirements in 
the S&A strand. In 1997, this share was 7% in 
all participating countries, which corresponded 
to approximately two to four S&A projects per 
country with population of 10 to 20 million 
people (Compendium 1997). In CEE we could 
identify only two S&A in the whole region: one 
in Romania and one in the Czech Republic. In 
the latter case, this corresponds to an approxi-
mately 1%  share of S&A projects out of the 
total number of  approved projects in the coun-
try under the 1998 Call. It  is worth noting that 
both institutions that generated and submit-
ted the successful S&A project bids possess 
considerable previous experience in interna-
tional cooperation and presumably a capacity 
for project generation and management skills. 
Needless to say, the excessive complexity of 
procedures in project administration and fi-
nancial management often hampers participa-
tion of institutions in such programmes. 
Project management capacity and foreign lan-
guage skills are insufficiently developed in re-
search (and other) institutions in CEE, and 
deserve special attention at all levels so that 
it will be possible to benefit in the future from 
the EU programmes. 
Participation in such programmes is invalu-
able as it supports the 'brain exchange' (one 
should not omit mentioning the special im-
portance of the TEMPUS programme in this 
respect), the sharing of scientific knowledge 
and research tools, and a from the ground up 
initiative in project generation. If  the national 
decision-making bodies succeed in defining 
the priorities for international programmes 
in accordance with national priorities, such 
participation also turns into a direct contri-
bution to the reform process at a  national 
level, and makes available funds that are oth-
erwise limited. The definition of  national pri-
orities is especially important in the case of 
EU programmes, as governments allocate fi-
nancial means for the programme each year. 
Among the reporting CEE countries, it seems 
that Romania has paid significant attention 
to the development of a strategy for identify-
ing national priorities for the Leonardo da 
Vinci II programme. This country initiated the 
Study on national training priorities, which 
is being elaborated by the Romanian National 
Observatory with an extensive inter-institu-
tional team (Balica et al. 1999). By means of 
a survey, case studies and an analysis of  avail-
able data and national legislation, the team 
intends to examine the needs of the labour 
market in terms of  qualifications and compet-
ences, the mismatch between demand and 
supply, and training needs for specific disad-
vantaged groups on the labour market. Such 
a systematic approach to the identification of 
national training priorities could be used well 
beyond the preparation process for Leonardo 
II. It seems that the country, being in the situ-
ation where World Bank funds have ceased, 
has also made a  substantial effort to intro-
duce the coordination and transparency of 
various funding sources in VET by creating 
the National Centre for the Development of 
Vocational and Technical Education (Balica 
et al.  1999). Romania is a  good  example of 
the utilisation of the main conclusions from 
the evaluations of Leonardo I (Birzea et al. 
1999) and Phare VET programmes for the 
formulation of  future strategy and priorities. 
'So far,  in  Romania there is no strategy meant to 
utilise the recommendations and conclusions of 
international  research  programs.  We  notice an 
insufficient correlation between the studies and 
analyses resulting from the implementation of in-
ternational grants and programs, on the one hand, 
and the research  activity carried out in  special-
ised research centres and institutions, on the other 
hand. In some cases, substantiating new projects 
does not benefit from the conclusions of the ex-
ternal efficiency of some finalised projects or the 
conclusions of fundamental research in the field. 
With reference to the activities for continuing the 
programs, evaluations have highlighted the fact 
that some projects often have a reduced capacity 
of adjustment to situations undergoing change, 
in the sense that they tend to be carried out ac-
cording to the logic of the initial context that gen-
erated them.  The mode of administrating the 
projects is  often centralised and continuation of 
the projects is extended in the immediate proxim-
ity of co-ordinating institutions, without involving 
other interested partners and institutions'. 
Balica M. et al. (1999), 
VET research in Romania 
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Assessing the general impact of  international 
assistance in the field ofVET, with a specific 
reference to research, it must be said that the 
overall outcomes are invaluable. However, 
certain steps could be taken to improve the 
efficiency of international assistance and 
matching it to better meet with the national 
needs. It is necessary to concentrate on the 
support of development follow up projects, 
aimed at the implementation of  research find-
ings and recommendations. However, it  is also 
important to strengthen the research compo-
nent of development projects. The early in-
volvement of the local/national experts and 
institutions at all steps of programme imple-
mentation, including the planning stage, 
strategy elaboration, analysis and research 
components, is crucial, as it is the key to 
reaching consensus at a national level, with 
the direct involvement of all actors, and con-
sequently also the key to effective implemen-
tation. At a  national level, there must be 
mechanisms for coordination in order to in-
crease the transparency of research projects 
already undertaken with international assist-
ance, to avoid duplicity, and to ensure that 
the national priorities are taken up. 
Since 1990, the CEE countries have under-
gone several phases of transformation, and 
in each of them the role of international as-
sistance was different. The initial phase was 
largely defined by enthusiasm after the col-
lapse of  the totalitarian regime, and was char-
acterised by spontaneous developments, de-
centralisation and ground up initiatives. Deep 
confidence in the legitimacy and the univer-
sal value of the Western democratic ap-
proaches and traditions in education on the 
one hand, and a high degree of interest and 
good will among international donor organi-
sations and experts on the other, drove for-
eign experts into CEE en masse. The major-
ity of comprehensive analytical works during 
this period were undertaken by or with the 
help of international experts. In the second 
half of the 1990s, and especially during re-
cent years, the countries began to formulate 
national strategies and priorities in a more 
systematic way. The reform process had been 
more regulated with from the top down ap-
proaches more clearly articulated. The inter-
national assistance and research engendered 
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in its framework during this period mostly 
appeared to be a joint product of  international 
experts and national teams. 
At present, the countries are experiencing the 
reinstitution of their own traditions and val-
ues in education with a more cautious atti-
tude towards foreign advice. The contempo-
rary challenge is the elaboration of clearly 
defined and comprehensive national priorities 
and strategies. The latter development ap-
pears 'as yet another logical step in the over-
all evolution of research of this topic- i.e. a 
step away from individual pieces of research 
of partial issues undertaken by national pro-
fessionals, possibly in collaboration with for-
eign experts, or its comprehensive examina-
tion undertaken exclusively by foreign 
experts' (Grootings and Kalous et al. 1997, p. 
183). 
5. Systems, concepts, require-
ments, arrangements: what 
does VET research in CEE 
enquire into? 
In this section we shall look at the range of 
topics encompassed by the CEE researchers 
in the field ofVET in recent years in two broad 
areas: research into VET and contextual re-
search. The overview given herein is far from 
being exhaustive. Instead of giving a detailed 
inventory of the research projects in CEE we 
try rather to see what sort and range of ques-
tions are asked by the researchers there, to 
what extent they tackle the CEE reform di-
mension and how they cope with the global 
changes. This approach would assist under-
standing whether the CEE research has actu-
ally supported the national reform process, and 
whether it manages to follow the scientific ar-
gument in other countries. Nevertheless, the 
line we have embarked upon is illuminative 
rather than informative or evaluative. 
5.1 Research into systems in the 
lifelong learning perspective 
It was not the end of the communist regime 
that suddenly made people realising the need for the reform of education and training. In 
the 1980s in many countries ofCEE there was 
a lively debate about the need to reform the 
system. It was also realised that such reform 
was especially needed in VET, the social es-
teem of which was very low. Too narrow spe-
cialisation, poor training facilities, inadequate 
teaching quality, were all seen as features that 
hampered the provision of skills adequate to 
the economic objectives and development of 
new technologies. At the beginning of the re-
form process the countries faced the challenge 
of the new, market oriented, economic objec-
tives and the need to reform the VET provi-
sion to trigger off the overall reform process. 
There was no deliberate planning on the gov-
ernment side though, and the VET experts 
simply looked at  VET systems in the advanced 
countries in order to obtain a benchmarking 
perspective. 
Comparative analysis ofVET systems, there-
fore, has become the most frequent topic in 
CEE as well as among international organi-
sations analysing the CEE systems through-
out the 1990s, ranging from a comparison of 
system organisation, administration and le-
gal provision to financial arrangements, the 
system of social partnership, curriculum 
policy, and segments of education and train-
ing (e.g. CVT, tertiary education). It  is impor-
tant to note in this context that the CEE re-
search has been rather concentrated on 
comparison of the systems of the advanced 
European countries aspiring toward future 
reform steps, while the international research 
analysed mostly the progress made by the 
CEE countries, and thus compared them to 
each other. The latter appeared as being a 
form of the reform progress assessment. The 
former type of comparison has somewhat ne-
glected the debate about advantages and de-
ficiencies of systems, taking place in the EU 
member states on the research arena; pros 
and cons of each of the systems were consid-
ered at first glance without concentrating on 
the in-depth analysis of the suitability of the 
system to the country and without following 
a  multifaceted scientific argument taking 
place in the West. 
The National Observatories of the Baltic countries 
with the support of the ETF and in the light of the 
Common education space agreement between 
the three Baltic Countries, carried out compara-
tive  study on  the  VET systems,  legislation  and 
regulated professions between the countries. The 
report has been the first attempt of the Baltic Na-
tional Observatories to compare VET related is-
sues. 
National Observatories of Estonia, Latvia and 
Lithuania, 2000. 
Comparative analysis of VET systems and 
regulated professions in  Baltic states. 
The initial VET is provided in two basic types 
of schools: the secondary technical/profes-
sional schools, providing qualifications of 
technicians and white-collar workers (four to 
five years of studies), and vocational schools 
leading to the skills level of  blue-collar work-
ers (one to three years of studying) (see an-
nex 2).  One of the common features of the 
process of restructuring of VET systems in 
CEE was elimination of  the strict division be-
tween the two types of  VET, introducing the 
combined programmes, diversifying the range 
of  choice among educational programmes, and 
providing vocational types of programmes 
leading to complete upper secondary educa-
tion (matura). The general positive trend has 
been an increase in enrolments in the pro-
grammes that provide higher qualifications. 
These positive systemic developments, how-
ever, occurred against the background of 
changing economic conditions of  the VET sys-
tem, where former ties between schools and 
enterprises were impaired and a former semi-
apprenticeship system was damaged or com-
pletely abandoned. The former system of 
(semi-)apprenticeship itself, though it pro-
vided necessary work experience and linked 
trainees to their potential workplace, had a 
dubious character. The central point was not 
the learner, and therefore the form of  appren-
ticeship was not intended to ease youth tran-
sition into working life but to provide the state 
enterprise structure with  a  workforce 
(Grootings 1998). 
With the collapse of  the state enterprise struc-
ture, the CEE VET systems found themselves 
almost exclusively school-based (Baltic coun-
tries, Albania, and Bulgaria) or enjoyed only 
very limited enterprise participation in the 
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model (Czech Republic, Slovakia, Poland). 
This has increased the danger of skills provi-
sion at schools being irrelevant to the labour 
market needs. Only two countries-Hungary 
and Slovenia- managed to re-introduce ele-
ments of the old (pre-Soviet) tradition of the 
dual system. 
Yet in the CEE research, unlike that in the 
West, the discussion about alternatives of  in-
tegration of work and learning into the VET 
system has not been adequately addressed. 
Indeed, the different analyses of responsive-
ness of CEE systems to the new economic 
objectives and requirements of the labour 
market demonstrate the need for higher pro-
portions of vocational theory subjects in the 
content of education on the one hand, but on 
the other hand the necessity to provide ad-
equate practical training and work-based 
learning. The latter can and is provided in a 
variety of forms (enterprise training, enter-
prise-based workshops, school based work-
shops, creation of intermediary labour mar-
kets, etc.) but there is no assessment of such 
practices, especially in the private sector (Ro-
mania). 
The international research and rhetoric in the 
field of the changing role of the school - from 
being a mediator of  knowledge to becoming a 
mediator of  knowing how to apply the knowl-
edge - and the changing role of  the workplace 
-from an end in itself  for knowledge applica-
tion per se to the learning organisation - has 
not influenced the research debates in the 
CEE countries. A certain improvement was 
stimulated by preparation and then first 
phase of implementation of the project Inte-
gration of  work and learning in the two coun-
tries. 
Integration of work and learning is a three-year 
development project, initiated by ETF and imple-
mented through the  national teams  in  Hungary 
and  Slovenia.  The  project will  be  completed  in 
2000. The project seeks to support and supple-
ment innovative VET actions  in  the field  of the 
integration of work and learning; to  improve the 
conditions for further integration of work and learn-
ing for both individuals and educational and work 
organisations; and to establish the co-operation 
and exchange of experiences between organisa-
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tions that are most advanced in the implementa-
tion  of  integration  of work and  learning in  and 
between the countries concerned. There are four 
organisations involved in the project in  Slovenia 
(two school centres, two companies) and four or-
ganisations in Hungary (three school centres, one 
company) (Ivancic et al. 1999). 
The theoretical background of  the project was 
based on the assumption that schools must 
develop a new identity by which school 'is no 
longer seen as the only institution and loca-
tion for work-relevant learning', and where 
the humanistic paradigm of education as 
'learning through theoretical understanding' 
is obsolete (Grootings 1998, 2.3, Buck 1997). 
The 'increased blurring of  education and work' 
(Grootings 1998, 2.7) introduces a  different 
theoretical perspective to various aspects of 
VET development, such as systemic arrange-
ments and enhancement of social partners' 
involvement, contents of  education, skills and 
competences, and teaching and learning 
methods. This is recognised in the advanced 
western democracies and in CEE, although 
it is not at the top of the priority list when 
compared to the still more acute problems in 
the immediate CEE reform process. Taking 
into account that the CEE countries are 
gradually leaving the phase of  curing the dis-
eases inherited from the previous regime and 
entering into a new phase of transformation 
in which these countries must harmonize con-
ceptually with the developments in Western 
Europe, adequate theoretical perspectives for 
the research need to be introduced. Thus what 
range of questions to be involved in research 
in CEE appears crucial: for the time being, 
equilibrium must be found between the acute 
issues and the issues of  a global concern. This 
would correspond to the challenges of  the dou-
ble transformation mentioned earlier. 
Knitting the two worlds- education and em-
ployment-must eventually bring about knot-
ting the two systems and its structures in or-
der to provide a flexible and adaptable lifetime 
studying workforce. The CEE wider research 
suggests actually two key notions: 'flexibility' 
and 'partnership'. Taking into account that 
'the paradigm of learning society implies 
weakening the barriers between the persons 
learning life and working life' (Tempus CME--------------------------VET  research in CEE countries 
97-3007 1999, p.16), researchers in CEE ad-
vocate support for flexible learning strategies 
at all levels. Diversification of education sys-
tems by introduction of  alternative pathways 
and integrated programmes at a  secondary 
level, and non-academic type of tertiary vo-
cational education, was one,  systemic step 
forward in adaptability to the new circum-
stances. From the conceptual point of view, 
however, it is not sufficient, as in the new 
environment we must think from a perspec-
tive of  the lifelong learning concept, where the 
initial education is only a  starting point of 
learning for one's whole life. The functions of 
continuing vocational training (CVT) and pro-
fessional development must be advanced in 
secondary VET schools, universities and 
higher vocational education establishments 
to make them flexible units of learning for 
various target groups (Tempus CME-97  -3007 
1999, Kofronova et al. 1999). The attempts to 
integrate the various segments ofVET (youth, 
adult and retraining) under one roof is evi-
denced in the EU member states (Parkes (ed.) 
1999), while in the CEE such innovative ex-
amples are not yet systematic. 
From the perspective of the lifelong learning 
concept it is especially important from which 
angle researchers approach VET and how 
they include different education and training 
segments in their analyses. The experience 
of  the study of  the emerged sector of  post-sec-
ondary and tertiary professional education in 
CEE, for example, demonstrated the complex-
ity and variety of the systems appearing in 
CEE in recent years (Hennessey, M.A. et al. 
1998). In a number of cases the complexity 
came into view, given by the ad hoc develop-
ment of  the system, when the necessity of  such 
reform was recognized by the educators and 
asked for by the society. The general up-
skilling trend and the changing nature of  the 
world of work in the direction of knowledge-
based performance was displayed in the shift 
of  enrolment trends towards higher and more 
general qualifications at a  secondary level, 
providing for the possibility to enter higher 
education. The increased importance of the 
higher level of qualifications 'as a  determi-
nant of labour market status and earnings 
potential has encouraged students to prolong 
their education and to continue on to univer-
sity' (Laporte and Ringold 1997, p.33). The 
restructuring of higher education has there-
fore become important, especially in the coun-
tries with insufficient participation at this 
level (Czech Republic, Slovakia, Hungary, 
Poland, Slovenia, Romania). Moreover, for the 
countries where higher education enjoyed 
high participation rates (Bulgaria and the 
Baltic states) but enrolments in VET were 
comparably lower (ETF 1999c), the restruc-
turing of higher education was a means by 
which to diversify the provision of  vocational 
qualification at a higher level. 
No  ready-made unique model of a  non-uni-
versity professional education system was at 
hand (Hennessey, M.A. et al.1998). The coun-
tries had to build the system upon the exist-
ing VET and higher education provisions. 
Other countries introduced tertiary/ post-sec-
ondary professional education in its remark-
able complexity at least partly in a deliber-
ate manner, in which the complexity of the 
system is meant to correspond to the complex-
ity of the world of employment and social 
choice. As a  result post-secondary/tertiary 
professional education in the CEE countries 
differs in the length of  the programmes (from 
two up to four-five years), in the level of  quali-
fication provided, entry requirements, insti-
tutional provision, etc. The system often over-
laps with university-type higher education on 
the one hand, and with secondary vocational 
education on the other hand. The demarca-
tion between post-secondary and tertiary as 
two levels of  professional education is also not 
very explicit in the CEE countries (with the 
exception of  the Baltic countries) (Hennessey, 
M.A. et al. 1998). The complexity of the sys-
tem is in line with the context of  lifelong learn-
ing, where all sub-categories of  education and 
training system become interrelated, overlap 
and interact. 
Higher levels of participation at the tertiary level, 
driven strongly by demands reflecting the diverse 
interests of students,  employers and  society at 
large,  have created  challenges which  must be 
met.  In  1995, the OECD's Education Committee 
launched a multi-country 'thematic review' of the 
first years of tertiary education. Redefining terti-
ary education,  a comparative  report of its  find-
ings and conclusions was published by the OECD 
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in the first half of 1998 (http://www.oecd.org). The 
CEE countries were not covered by the thematic 
review but they benefited from the study Tertiary 
professional and vocational education in central 
and  eastern Europe, co-produced by the ETF and 
the Council of Europe in  1997 and published in 
1998 (Hennessey,  M.A.  et  al.  1998). The latter 
analysis covered sixteen countries of CEE and 
the CIS. 
The above study (Hennessey, M.A. et al. 1998) 
'provided evidence that many phenomena of 
this range of education programmes and 
qualifications and of  related institutions tend 
to be overlooked if  one focuses solely on higher 
education or solely on vocational education 
and training' (p.45).  Therefore, the system 
must be comprehended in its full variety. In-
clusive research must be encouraged; frag-
mentation in analyses and in practices (the 
major drawback of  the reform process in CEE) 
must be avoided. It is, unfortunately so far a 
prevailing mode19, and initial VET is studied 
separately from CVT and the rest of the sys-
tem, as well as often without a particular ref-
erence to the labour market and socio-eco-
nomic context. Moreover, each segment is 
often put under the responsibility of a differ-
ent institution, which further exacerbates the 
intersectoral and interdisciplinary approach. 
There are, however, positive attempts to com-
prehend the system in its entirety within 
CEE. For instance, the last two years featured 
the generation of a number of research out-
puts such, as the synthesis report Initial VET 
in  the  framework  of lifelong  learning 
(Kofronova 1998), report The role of  employ-
ment policy and employment services in the 
state education policy (vUPSV 1999), Esto-
nian Education scenarios 2015, study The 
model of  integrated career guidance in Poland 
(Trzeciak, Drogosz-Zablocka (eds.) 1999), Re-
structuring alternatives for Albania's voca-
tional I technical education and training 
subsector (Lamoureux et al. 1999), National 
strategy for  human resources development 
19) Our analysis in this context is not an excep-
tion, indeed, and although there has been an at-
tempt to have an integrated structure, still the 
segmental approach in research is directly re-
flected in this paper. 
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(Birzea et al. 1999), Human resources in the 
Czech Republic (Hendrichova (ed.)  1999), 
Czech Education and Europe (  Cerych et al. 
1999), OECD education policy reviews, and 
others. A number of projects of comparable 
comprehension are under preparation. 
5.1.1 Research on financing ofVET 
Recent years have also featured analyses of 
the financing of initial education and train-
ing (though still very limited), its mechanisms 
and trends in the CEE countries, where one 
of the recent OECD projects analysed alter-
native methods in financing lifelong learning. 
The study analysed various aspects of  the role 
of financing in promoting access, participa-
tion and quality assurance of lifelong learn-
ing. Only two CEE countries could benefit 
from participation in the study, even though 
with certain restrictions given by the lack of 
data. The latter is a  characteristic common 
to the CCE countries in this field: data on fi-
nancing by employers, private sources, and 
data on CVT participation in general are very 
scarce. The OECD study also revealed that 
the mere understanding of  the concept of  life-
long learning differs between the OECD coun-
tries to a great extent. The CEE countries lack 
a thorough elaboration and common under-
standing of the concept and further research 
in this field is desirable. 
The OECD report on  Alternative approaches to 
financing lifelong learning (Green  et  al.  1998) 
aimed at analysis of emerging strategies for mo-
bilising investment for implementation of lifelong 
learning for all, and for improving its returns and 
reducing  its costs (p.2). The  study is  based on 
background reports submitted by ten OECD coun-
tries, including Hungary and the Czech Republic. 
The CEE countries equally lack thorough 
comparative research on systems of financ-
ing lifelong learning in these countries, where 
the above-mentioned lack of data is certainly 
a  drawback. Nevertheless, such research is 
badly needed, it may actually by itself insti-
gate inter alia the data collection. The CEE 
countries, which enjoyed a steady increase in 
public expenditure on education as a percent-
age ofGDP between 1990 and 1994, have suf-
fered from a decrease or stagnation in spend-ing on education since 1995 (with the excep-
tion of  Estonia, Lithuania, Poland and Roma-
nia), ranging in 1997 between about 3% (Bul-
garia) and 7%  (Estonia) of GDP spent on 
education (Laporte and Ringold 1997, ETF 
1999c). 
The difficulties in public budget allocation in 
the transition period were multiplied by inef-
ficiency of  resource allocation, where the bulk 
of  funding was spent on personnel (though the 
teachers salaries being protected still are far 
too low to maintain or to gain prestige for the 
profession) and capital expenditures remain-
ing extremely low. The latter has been a cru-
cial issue over years, as the education facili-
ties become outdated and become an obstacle 
to implementing modern education pro-
grammes, including ICT education. The r-
esearch on Efficiency in Bulgaria's schools 
suggests to increase efficiency in using class-
rooms without jeopardising learning objec-
tives, by e.g. consolidating several grades in 
a multiple grade system in rural areas where 
classes are small (Bogetic and Chattophadyay 
1995). 
There is, however, the question as to how this 
instrument would affect the quality of  educa-
tion provision. Further research on different 
means of  making the system more efficient is 
necessary. The CEE countries particularly 
need to introduce a system of incentives for 
individuals and employers to participate in 
education and training, including tax incen-
tives, a system of  benefits and indirect 'quali-
tative', systemic incentives to encourage par-
ticipation in education and training. The 
system thus far of  financing in the CEE coun-
tries is somewhat inflexible, with the per 
capita or per-unit financing prevailing as a 
nucleus system with certain variations (e.g. 
elements of output-based funding in combi-
nation with per capita funding in the Czech 
Republic), low involvement of enterprises in 
financing due to severe economic conditions, 
and a low, though steadily increasing, private 
component (ETF 1999c). 
The low financial involvement of enterprises 
in training increases the danger of the irrel-
evance of  the practical skills and competences, 
provided by education and training. There-
fore, finding the instruments for encouraging 
employers to participate financially in VET 
or to directly provide training for their cur-
rent and future employees becomes crucial. 
Hungary is an example of a  CEE country 
which has provided certain financial incen-
tives, namely tax allowances for non-profit 
making organisations engaged in educational 
services (Green et al. 1998) and through a levy 
fund paid by employers or alternatively di-
rect contribution to VET schools or on-the-site 
workshops (20% of total VET secondary 
schools expenditures are paid through the 
levy fund (ETF 1999a)). 
Such a system, however, presupposes a high 
level of  participation of  social partners in  VET, 
which is still rather weak in the CEE coun-
tries. In any case a thorough analysis of the 
Hungarian system, its evaluation and com-
parison with other similar systems of incen-
tives in CEE (Poland, Lithuania, in the lat-
ter a  contribution from employees is also 
levied, (ETF 1998a)) and in the EU member 
states (the Netherlands, Finland, Spain, etc.) 
as well as a feasibility analysis of  its applica-
bility in different CEE countries is highly 
desirable. The CEE countries should concen-
trate on the analysis of whether it is prefer-
able to tackle the issue of  financing by merely 
increasing resources allocated to training or 
by setting up training funds (ETF 1999a). 
5.1.2 Continuing vocational training 
and human resource development 
Continuing vocational training has been tack-
led by research very sporadically. The concept 
itself is not very elaborate and all research 
exercises in the area of CVT experience diffi-
culties with the exact definition of  which types 
of training to include. Numerous definitions 
ofCVT created perhaps more confusion than 
clarity, and eventually arrived at a very vague 
definition of'learning that improves employ-
ability of adults who have left the compulsory 
education system' (ETF 1999d). Some defini-
tions involve employment or keeping/improv-
ing the employment position as a virtual ob-
jective ofCVT, by this means setting up CVT 
in opposition to training as a leisure pursuit 
(Palan 1997). It is, however, questionable as 
to where the line can be drawn between the 
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two, and what kind of 'leisure' training may 
eventually bring about better employability 
and employment. 
Nevertheless, the crystallisation of certain 
types of training of adults under CVT has 
naturally occurred, involving (from the view-
point of participants): 
0  CVT as an instrument of active labour 
market policy for unemployed, young 
graduates and those at risk of unemploy-
ment, 
0  CVT as a part of  human resource develop-
ment policies of companies for those with 
employment, and 
0  CVT as an individual initiative. 
From the perspective of  lifelong learning CVT 
has attained a new importance: it is no more 
a mere second chance, retraining or further 
training, but a  regular lifelong educational 
path for everybody (ETF 1999d, p.4). At the 
same time 'CVT has received a little inten-
tion so far, apart from labour market retrain-
ing measures20'  (ETF 1999d, p.9). 
The ETF report on Continuing vocational training 
was prepared in  1999 and used the information 
from the country reports, written by National Ob-
servatories in CEE in 1998. The reports appeared 
to  be  an  invaluable mapping source,  where all 
major surveys and  studies existing  at the  time 
were  recorded  and the  results were evaluated. 
This has been a first step in appallingly demanded 
research in the field of CVT, which should be tack-
led,  however,  in  a wider perspective of lifelong 
learning. 
The evidence of  participation in CVT is inad-
equate, but the one available evinces higher 
participation among people with higher quali-
fications in all CEE countries. This is evidence 
of  people's individual commitment and initia-
tive, and perhaps also of  greater capability to 
get access to CVT (where not only money 
matters but also, and even more so, access to 
20) Research in the field of  retraining will be dealt 
with later in the chapter. 
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barely available information). The system of 
CVT (if one can speak about a system in this 
context at all) suffers from a lack of  transpar-
ency and lack of information on the offer and 
quality of  training. The system of monitoring 
and evaluating CVT (as well as initial VET) 
is insufficiently developed. Conceptually this 
must be tackled by research in both segments 
(initial and continuing). While the initial VET 
is relatively well monitored in all countries, 
CVT suffers from a lack of data and particu-
lar indicators that can provide evidence of  the 
sub-sector development. Furthermore, inter-
linking the initial and continuing VET 
involves the issue 'of educational and occu-
pational standards and their related certifi-
cation and qualification' (ETF 1999d, p. 13). 
The debate so far has taken place in the field 
of initial VET although some CEE countries 
have decided to introduce a unified system of 
national competence-based qualifications and 
the corresponding system of standards and 
certification for both initial and continuing 
VET (e.g. Estonia, to some extent Hungary). 
This appears to be an optimal solution from 
the perspective of lifelong learning. It must, 
however, go beyond the point and involve as-
sessment of prior learning and recognition of 
informal learning- issues that are actively 
debated in the EU research arena but so far 
almost totally neglected in the CEE research 
(Slovenia prepares to introduce such a  sys-
tem). 
The research on quality assurance and linked 
to the certification and accreditation in CVT 
is equally scarce in the CEE countries. There 
are very few examples of  research, one of  them 
being the feasibility study initiated by the 
National Training Fund in the Czech Repub-
lic in the area of  quality assessment and qual-
ity assurance of management training 
CZaludova et al. 1997). It set up principles and 
drew up procedures for quality assessment at 
the level of training organisation (both self-
assessment and a third-part certification), but 
also in a company training department. The 
study provided pilot field testing and sug-
gested the steps for implementing a  stand-
ardised model of  quality assurance according 
to the ISO 9000 series as a first step to total 
quality management. The study also sug--------------------------VET  research in CEE countries 
gested measures and recommendations for 
the implementation of  a system to assure and 
improve the quality of management training 
at a  national level (Zaludova et al.  1997, 
p.100). Such research in the area ofCVT pro-
vision beyond management training is 
needed, especially if the national system of 
qualifications with the credit system, unique 
for VET and CVT, is not in place. There are 
other positive examples of  research into qual-
ity assurance in education (e.g.  Hungarian 
project Comenius 2000) which could be dis-
seminated. 
The CEE research materials provide very poor 
evidence of CVT or human resource develop-
ment (HRD) in enterprises. Several interna-
tional company surveys will perhaps shed light 
on the problem in the near future, namely the 
Second CVT survey by Eurostat, which in-
cluded several CEE countries this year, and 
the Cranfield project on European human re-
source management, which was conducted the 
last time in 1998 and would announce the com-
parable longitudinal results in the near future. 
The surveys will give the information on train-
ing provision, participation, financing, HRD 
policy at a company level, recruitment prob-
lems, flexible forms of employment, etc. The 
results would present an invaluable primary 
source for further research in the field of CVT 
and HRD. The preliminary results thus far 
show that the CEE countries have somewhat 
lower participation in CVT than the advanced 
EU member states, the systematic HRD policy 
elaboration is not a rule for the majority of  com-
panies yet, companies spend on education and 
training less than their EU counterparts. The 
bigger companies enjoy higher participation 
and expenditure on CVT.  The research on 
methods of support for CVT and HRD among 
SMEs is another area where analyses and sug-
gestions of  innovative solutions could be espe-
cially welcomed. 
The report  Key indicators  for human resource 
management in GEE 1999, summarises the key 
issues of human resources departments in com-
panies from  the Czech  Republic,  Hungary,  Po-
land, Romania and Slovakia. The survey covers 
a very small sample and cannot serve as a com-
parative study;  it  is  a  benchmarking analysis 
(PriceWaterhouseCoopers 1999) 
The benchmarking survey Key indicators for 
HRD appeared to be one of very few existing 
sources in this field.  The companies which 
participate in the survey are interested in 
obtaining a benchmarking perspective which 
helps them to grasp where the company 
stands. The survey revealed that in all CEE 
countries middle management had the most 
training days, the highest frequency numbers 
being found in professional (technical) train-
ing. Leadership training, ICT and languages 
training are also in demand. The survey also 
demonstrated that it was not HRD, HRM or 
education and training that kept the HR de-
partments busy but personnel and payroll 
administration - the activities that take up 
the most time of the HR departments in the 
CEE companies (Price  WaterhouseCoopers 
1999). 
The  Second International Adult Literacy Survey 
(SIALS),  supported  by OECD,  UNESCO and 
Eurostat, was conducted in 1996-1999. The sur-
vey was a second wave of IALS,  conducted  in 
1994. The two surveys included inter alia several 
GEE countries, namely Poland (IALS), and Czech 
Republic, Hungary and Slovenia (SIALS). The sur-
vey, based on a representative sample, analysed 
functional literacy (prose, document and quanti-
tative literacy) among the adult population at five 
levels. The comparative results for SIALS will be 
published in mid 2000. 
The Second International Adult  Literacy Sur-
vey (SIALS) analysed the outcomes of  educa-
tion among the adult population. The prelimi-
nary results of the SIALS unfortunately do 
not yet make it possible to compare the re-
sults cross-country, and to see where partici-
pating CEE countries stand. It is possible, 
however, on the basis of the preliminary re-
sults of the Czech Republic as compared to 
the first wave (IALS),  to conclude that the 
Czech respondents demonstrated the incapa-
bility of working actively with information 
given in a  particular context, but demon-
strated excellent functional numeric skills 
and formal document literacy. Poland showed 
very poor overall results in the survey, but 
also performed the worst in the active usage 
of information (Matejft 2000). These results 
derive from the mode of education provided 
in CEE schools, which provides encyclopae-
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die knowledge rather than an ability to work 
with information actively, to use the knowl-
edge and be innovative ('to know' vs. 'to know 
how'). 
The survey also gave evidence that people 
with higher educational attainment perform 
with better results, but different levels of  edu-
cation demonstrate different efficiency, as 
compared to the performance of respondents 
with the same level of  education. Those Czech 
people with full secondary education and with 
vocational training qualification performed, 
when compared with the same level in other 
countries, much better than the higher edu-
cation graduates as compared to their coun-
terparts in other countries (Mateju 2000). The 
analysis of intergenerational mobility re-
vealed at the same time that higher educa-
tion is characterised by the lack of openness 
and eliteness (Mateju 2000). Taking into ac-
count the insufficient capacity of higher edu-
cation in the Czech Republic and the poor per-
formance of its  gr~duates when compared 
internationally, the results are rather strik-
ing. The restructuring of  higher education and 
its better integration into the system of life-
long learning needs to be enhanced. The role 
of  CVT in this process is indisputable as well. 
At this point we come back to the conclusion 
that the whole system must experience bet-
ter integration of its different, and so far 
rather fragmented. segments. 
5.1.3 Teaching and learning: a one-off 
task or a lifelong perspective? 
The perspective of an individual learner in 
the educational process and outcome has been 
somewhat neglected in the CEE research. At 
the same time individual development is a 
crucial democratic value. The education must 
provide an individual with the best possible 
chances for life success. What kind of educa-
tion can provide this? 
A re-thinking of the two paradigms- educa-
tion and employment - and their role in the 
life of the individual brings us to a new ap-
praisal of initial education and a re-assess-
ment of the roles of different actors in the 
education process. The school must provide a 
basis of knowledge broad enough to create 
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incentives for further learning. Two aspects 
are important in this respect: what is learned 
and how it is learned. 
It is important to perceive the content of  edu-
cation from the point of view of the eventual 
outcome for the individual, be it employment, 
further learning, entrepreneurship or self-
development. Therefore the system should 
presuppose a flexible form of learning and a 
flexible award system of qualifications. Un-
der new conditions the CEE countries are try-
ing to find different approaches and concen-
trate on combining the two basic ones: an 
orientation toward curriculum input (a more 
traditional one) and the output control, based 
on output occupational standards and the 
national system of  occupational classification 
and vocational qualifications. 
In curriculum innovation the countries try to 
develop flexible competence-based systems. 
There is little research, however, on compe-
tence-based training and especially on the 
methods and tools for implementing such ap-
proach. The research is needed to suggest how 
to modify the traditional way of teaching, 
which is divided between theoretical and prac-
tical teaching, and turn it into an integrated 
competence-based approach. The cross coun-
try analysis of  curricular reform has demon-
strated that in spite of the considerable 
progress achieved, so far 'there is a sharp di-
vision between theory and practice, between 
classroom and workshop, and between voca-
tional teacher and trainer functions in most 
Central and Eastern European countries. 
This separation between the intelligence of 
the brain and the intelligence of the hands is 
very problematic for the combined learning 
outcomes of  the vocational students and must 
eventually change' (Parkes ed., 1999, p.24). 
A cross country analysis of curricular reform  in 
VET in  GEE (Parkes  (ed.)  1999) was a report 
commissioned by the ETF and was drawn on the 
basis of ten  CEE country case studies. The re-
port evaluated the reform experience of the coun-
tries and  outlined  the  key  issues for the  future 
actions. 
The experience of  pilot schools under the Phare 
VET reform programme resulted in the proc-_________________________  VET research in CEE countries 
ess of  the implementation of  competence-based 
curricula, where competences are understood 
at different levels - professional performance 
related and designed for unstructured work 
situations. Some countries have set up the 
national system of qualifications linked to oc-
cupational classifications (e.g. Hungary, initi-
ated in Estonia, Slovenia, Lithuania and the 
Czech Republic). The system is however at the 
moment very time consuming, as occupational 
profiles have become outdated, and this is an 
ongoing process. It therefore requires the on-
going involvement and commitment of social 
partners. Additional research on methods for 
the efficient construction of occupational pro-
files as a living process would be useful. Some 
countries make an emphasis on general sub-
jects in vocational preparation (e.g.  Latvia). 
The latter corresponds to the objectives of  life-
long learning but has certain drawbacks in its 
linkages to the requirements of the labour 
market (Parkes ed., 1999). The Czech Repub-
lic has introduced a two stage curriculum, al-
lowing for the input control at a state level and 
leaving room for the innovation and for adjust-
ment to local labour market needs at a school 
level. 
In the framework of the introduction of flex-
ible forms of learning and as a result of the 
pilot Phare reform, a debate on modular train-
ing has become very popular in the CEE coun-
tries. Modules are conceptualised in their 
linkage to occupational tasks. Most countries 
try to gradually introduce a  flexible  and 
adaptable system of  modular training, which 
embrace both initial and continuing VET, al-
lowing for transparency, recognition of quali-
fications and mobility. The most flexible sys-
tems are based on credits allowing for mobility 
and flexibility inside the system (e.g. Estonia 
under implementation, Slovenia in planning, 
in Hungary implemented at a post-secondary 
level). Such a system corresponds best to the 
needs of  learners, as it presupposes open path-
ways and is a  step forward toward recogni-
tion of informal learning. The latter is in the 
direct interest of an individual as well as of 
the society. The issue of assessment of prior 
learning and informal learning, widely dis-
cussed in the West, has not yet appeared on 
the agenda in CEE, nor has how it may be 
linked to CVT. 
Two points are especially important as far as 
the VET research is concerned. First, in spite 
of obvious advantages of the modular system, 
thorough research is needed to analyse the 
possible impacts of a modular system in the 
context of the CEE countries. The experience 
of  the pilot schools is invaluable but the coun-
tries should be aware of  the current debate in 
the EU member states on the shortcomings of 
the modular system, as well as analyse its 
impact as applied to the CEE context. Second, 
due to the decentralisation of the school sys-
tem and the greater independence of schools 
research on different types and methods of 
evaluations and assessments is important as 
a part of the quality assurance system. The 
research on standardisation of output assess-
ment, though it has been developing in recent 
years, requires further research and concen-
tration on alternative methods (examination, 
portfolios, etc.) more appropriate in the con-
text of  lifelong learning. 
No matter how perfect the VET system is, and 
how good the content of  education and school 
facilities, the crucial task of the reform for 
the CEE countries, and so far largely un-
solved, remains that of the quality of teach-
ing. The new flexible forms of  learning assume 
innovative, informal forms of  teaching and the 
existence of necessary teaching and learning 
materials. But again, no matter how wonder-
ful the teaching materials and tools are, the 
teacher remains a cornerstone of mediation 
in the learning process. The task cannot be 
narrowed down to the reform of the pre  para-
tion of teachers and trainers. It involves the 
much deeper problem of redefining the roles 
of  individual partners in the educational proc-
ess, where the mentality of  all actors must be 
changed. The teacher is no more an interme-
diary of  knowledge but a student partner. The 
methods shall become more informal, pro-ac-
tive, and integrative. Research on innovative 
methods of teaching (e.g. project, team work, 
etc.) must complement the research on the 
preparation of  teachers and trainers recently 
widely implemented at a  national level by 
many countries and at the international level. 
The question of  the reform of  training for teach-
ers and trainers, which still suffers from many 
drawbacks of the old system, shall be tackled 
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in the wider perspective of the integration of 
work and learning. The preparation of teach-
ers and trainers, its transparency, standardi-
sation, upgrading, and other aspects should be 
considered along with such aspects as the in-
tegration of  the teaching function with employ-
ment, the changing role of  agents in the teach-
ing and learning processes, the new flexible 
methods of learning, school openness to the 
external environment, its integration with the 
employment environment, and in the compre-
hensive context of  the lifelong learning system. 
The ETF report Innovative practice in teacher and 
trainer training in  VET (Oldroyd  D.,  1999) was 
prepared on  the basis of the survey conducted 
among the members of the ETF Advisory Forum 
Subgroup  D.  The  report collected  information 
about innovative practices of teacher preparation 
and expert opinion on  problems and priorities in 
the CEE countries in this area. 
A cross country review  Reshaping the  focus of 
vocational teacher and trainer training (Nielsen 
et al.  1999) was commissioned by the ETF and 
prepared on the basis of country reports submit-
ted by National Observatories. The report scruti-
nises the existing situation and arrives at propos-
als and recommendations. 
The project major Trends and  actors of  education 
policies and reforms in  Central Europe was im-
plemented with the support of Sores Foundation 
and include Czech Republic, Hungary, Poland and 
Slovakia. The project has contributed also to  a 
better understanding of recent developments of 
teacher training in CEE (Nagy 1998). 
Reshaping the focus and structure of VET teach-
ing personnel training in Latvia and Lithuania is a 
project (1999-2000), supported by  ETF and the 
governments of Denmark and Finland. The project 
has  a common  frame  and  objectives for both 
Latvia and  Lithuania.  It  seeks to  open the VET 
schools to the world of work, introduce organisa-
tional development within schools, promote train-
ing  of teachers,  modernisation of teaching  and 
learning methods. 
5.1.4 Social partnership 
It must be remembered that earlier in this 
chapter we stated that the challenge of blur-
254 
ring the worlds of education and work and 
the concept of lifelong learning involve two 
key notions - flexibility and partnerships, 
being indeed present in all the rhetoric on 
each segment of VET.  We  have tackled the 
point on flexibility and we shall come back to 
this later on; we shall now look at how the 
system of social partnership has been re-
searched. Analyses of the role of social part-
nership in VET appeared in CEE very re-
cently as a  part of an on-going pilot project 
on the role of  social partners in  VET, launched 
by the ETF in 1997. The study examined the 
state of  the art in this area and came up with 
recommendations for the future, which were 
verified during workshops and public discus-
sions. As the overall exercise involved social 
partners' representatives from the early 
stage, the project itself  has contributed to im-
provement of the situation. The ETF contin-
ues to work with partner countries in this 
field, and the project will eventually attain a 
development character. 
Enhancing the role of  social partner organisations 
in the area of VET in the candidate countries of 
GEE (ETF 1998a) was prepared in the framework 
of an identically named project, launched by ETF 
in 1997. The report was prepared on the basis of 
country reports submitted by National Observa-
tories.  The  reports  analysed  social  partners in-
volvement in financing of VET, elaboration of vo-
cational standards and systems of qualifications, 
quality assurance, and VET planning. The analy-
sis was produced in close collaboration with so-
cial partners' representatives and their close in-
volvement in the follow-up discussion at a national 
level and at the international conference organ-
ised by the ETF. 
Although the project is not purely of there-
search type, the analysis has contributed 
greatly to mapping out the current situation. 
It showed that in spite of the general imma-
turity of the system of social partnership in 
CEE, the countries have reached quite differ-
ent levels of development in this field,  and 
have also undertaken rather different pat-
terns of development. The common obstacles 
to the higher involvement of social partners 
in VET are the above mentioned lack of in-
centives for employers, lack of commitment 
from their side, and the lack of resources. -------------------------VET  research in CEE countries 
Some countries still lack the legal framework 
or suffer from insufficient institutional devel-
opment. Nevertheless, it is possible to state 
that the countries that have managed to set 
up a system of financing with the participa-
tion of employers through a fund mechanism 
enjoy greater involvement of social partners 
in VET in general (e.g. Hungary). 
Similarly those that started developing the 
system of national vocational qualifications 
(e.g.  Hungary, Lithuania, Estonia) and 
worked with social partners on development 
of  vocational and occupational standards (e.g. 
Slovenia, Estonia and Lithuania-in selected 
sectors) were more successful in developing 
systemic ties with social partners. Their in-
volvement in the development of vocational 
standards is relatively low in all CEE coun-
tries, as is their involvement in quality as-
surance or identification of future labour 
market needs. 
The Phare VET reforms have pushed forward 
significant progress in the area of a system-
atic consultation process with social partners, 
covering, though, only a  limited number of 
pilot schools. Some countries have been more 
successful in involving social partners at a 
regional level within the framework of the 
overall regional administration reform (e.g. 
Poland), and many countries have succeeded 
in securing social partners' involvement at a 
community or school level (ETF 1998a). The 
latter is a  peculiar point, which showed a 
great potential of flexibility at a  very local 
level. The weak social partnership system in 
CEE is a part of the overall weakness of  civil 
society and the instruments for its provision. 
The issue of finding mechanisms for the re-
habilitation of  the institutions of  civil society, 
NGOs, public and professional associations, 
trade unions, the whole third sector, after the 
compromising of  'public' organisations under 
the previous regime, could perhaps be tack-
led in research from a wider sociological per-
spective. 
5.2 Contextual research 
Contextual research is a provisional expres-
sion for research which, although it does not 
deal with VET exclusively, looks at the con-
textual aspects of  VET that define e.g. quali-
fication requirements of the labour market, 
skill requirements in companies, and various 
social aspects as far as education and employ-
ment are concerned. The 'contextual' research 
in CEE, although concentrating on the same 
range of topics as in the EU countries, some-
times actually analyses somewhat different 
models and processes, when it comes to em-
ployment, unemployment, social exclusion, 
poverty, transition from school to working life, 
etc. Needless to say most of the mentioned 
notions are also new or have a new meaning 
for countries in transition: under the state 
planned economy unemployment, poverty, 
and social exclusion purportedly did not ex-
ist. Therefore these are also new research 
subjects in the countries of transition. 
5.2.1 Employment and unemployment: 
factors of  transition 
All reporting countries enjoy better analyti-
cal and statistical coverage of  unemployment 
than in the area of employment. Unemploy-
ment appeared as a new notion in CEE coun-
tries in 1990s as compared to the imaginary 
'full' employment during the communist re-
gime. In this situation the state had to gener-
ate social policy, a system of  benefits, and em-
ployment measures on a  principally new 
basis. Information from official registers of  the 
unemployed was quickly generated for sub-
sequent analyses and evaluation of national 
policies to fight unemployment. Comparable 
data with the standard ILO definitions ap-
peared, however, in the CEE region only with 
the commencement of the national Labour 
Force Surveys (LFS) from the first half of 
1990s. 
Labour Force  Sample Survey (LFS)  was  com-
menced  in  CEE  countries between  1991-1995 
with  the  exception  of  Slovenia where  LFS  has 
been  in  place sine  1989.  LFS  applies standard 
I  LO  definitions of employment,  unemployment, 
activity,  and  others,  and therefore,  appeared to 
be  the major source of comparable data at the 
international  level.  Although  LFS  itself is  not a 
study,  the  majority of reporting  countries  men-
tioned the  importance  of the  survey for the  re-
search. Through  LFS  data,  collected through  a 
representative sample of households, the coun-
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tries have acquired an  alternative to  the official 
registry picture of the unemployment situation, and 
additional data not only on  the  unemployed but 
also otherwise largely missing employment data. 
LFS therefore being a major stocktaking source 
contributed to the research development. 
As far as unemployment data are concerned, 
there are marked differences among the coun-
tries in the relationship between registered 
and LFS (ILO definition) unemployment, re-
flecting the efficiency of  employment services 
and the level of unemployment benefits in 
CEE. For instance in the Baltic States, the 
number of registered unemployed is very 
small (between one half and two-thirds) as 
compared to the LFS data (European Com-
mission 1999). The trend is similar in Bul-
garia (Beleva et al.  1999). This shows that 
there are very limited incentives for people 
to register due to the low level of unemploy-
ment benefits and the underdeveloped nature 
of public employment services (European 
Commission 1999). This was confirmed by 
Background studies on labour market and em-
ployment (e.g. Eamets et al. 1999; Beleva et 
al.  1999). The situation is the opposite in 
Hungary, Slovakia and Slovenia, where the 
number of  registered was 40-60% higher than 
recorded by LFS, which reflects that those 
registered as unemployed did not comply with 
the ILO criteria (e.g. were not available for 
work or were not actively seeking a job). This 
may mean that they were involved in very 
short-term temporary work, or may indicate 
fairly high unemployment benefits and effec-
tive public employment services in these coun-
tries. This however may also imply that a rela-
tively large proportion of  the population is still 
involved in the grey economy (European Com-
mission 1999). 
Educational planning, structural adaptation 
of the system, curriculum development, ca-
reer guidance, all need to be based on sound 
labour market analysis, derived from the 
monitoring of actual labour market develop-
ments, and identifying the current and fore-
casting the future qualification requirements 
(ETF 1999a). The studies in the field of  moni-
toring the actual situation in the labour mar-
ket could be found in all researched countries. 
As  labour market instruments and policies 
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were introduced by states in the early 1990s, 
naturally the states have mostly financed 
studies evaluating the effectiveness and effi-
ciency of active and passive measures. This 
sort of study is available in most CEE coun-
tries. However, the impact measurement in 
these studies has been rather weak and analy-
ses mostly display insufficient attention paid 
to measurement of(re)-employment after par-
ticipation in active labour market measures 
as a  major indicator of policy success. The 
available studies mostly measure the effi-
ciency of the programme by calculating the 
cost per unit, and accessibility of  programmes 
by participation rates. There are some at-
tempts in alternative measurement and its 
analysis (e.g.  Svetlik (ed.)  1992; Pert 1998) 
which can serve as a good foundation for fu-
ture research. Generally speaking, although 
the studies stress the usefulness of pro-
grammes for particular disadvantaged groups 
in the labour market, they also note relatively 
small proportions of  participants and insuffi-
cient spending on the active measures. The 
latter features certainly vary from country to 
country to a great extent; nevertheless, they 
are a common characteristic in the region. 
Background studies on  labour market and em-
ployment were conducted in all countries in  Bul-
garia, Czech Republic, Estonia, Latvia, Lithuania, 
Hungary,  Poland,  Romania,  Slovakia  and 
Slovenia in  1999. The studies were initiated by 
the European Commission,  DGV,  and the Euro-
pean Training Foundation for preparation of the 
background  analysis for the  labour market and 
employment policy assessment in ten pre-acces-
sion  countries (see  Beleva et  al.,  Munich et al, 
Eamets  et  al,  Horvath  et  al,  Trapenciere  et al, 
Gruzevskis et al,  Sztanderska et al,  Lubyova et 
al, Ciobanu et al,  Pirher et al,  1999). 
Unemployment, inactivity of the population 
as well as employment have their specific 
characteristics in CEE, stemming from the 
huge shift from the state-owned to private 
sector economy and between agriculture, in-
dustry and services (see more 2.1). Hidden 
employment and hidden unemployment, early 
retirement and women's withdrawal from the 
labour force,  structural unemployment in 
'mono-industrial' regions (especially mining 
and metallurgy) and rural areas, which in-VET research in CEE countries
Figure 5: Unemployment rates by educational  attainment among 25-59 year olds, 1997 (o/o)
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creases long term unemployment, are some
of the employment  characteristics typical for
the different countries in the CEE region, each
to a different extent. There is no strong cor-
relation between gender and unemployment
in the region (it varies from country to coun-
try but it seems that female withdrawal from
the labour market has obscured unemploy-
ment among them at least partly). Unemploy-
ment is highest among the young, poorly edu-
cated, and older age groups. The level of
educational attainment  proved to be a cru-
cial success factor in the labour market. Back-
ground studies on labour market and employ-
ment as well as other studies in the field of
the labour market (Allison and Ringold 1996;
Guegnard and Cvetkova et al  1998;
Martuzans et al. 1998; Rutkowski  1998; ETF
1999c; OECD 1998; Vecernik and Mateju et
al 1999) proved that the higher the qualifica-
tion level, the higher the level of employment.
They also demonstrated high proportions of
people with low or no qualifications among
the unemployed and especially the long-term
unemployed. The latter trend has been con-
firmed by the annual collection of key indica-
tors on VET and the labour market (ETF
1999c), where the vast majority of the CEE
countries have demonstrated  an appalling
correlation  between low skills level and un-
employment.
'Key indicators'is the annual statistical publica-
tion on VET and the labour market in the CEE
countries, compiled by the European  Training
Foundation  through the network of National Ob-
servatories. The data are provided by nationalsta-
tistical services and the ministries of education.
For the purposes  of comparability  the publication
also includes EU data for selected indicators, pro-
vided by Eurostat.
Rather few analyses have focused on the re-
lation between unemployment  and employ-
ment as two specific paradigms and stimu-
lating factors of transition. One of such
studies (Jackman and Pauna L997) attempted
to build the analysis on the examination  of
the reallocation of employment  between sec-
tors (public and private sectors, and sectors
of growth and decline). The analysis ques-
tioned the fact that unemployment  in the par-
ticular circumstances of the transition  was an
inevitable factor in facilitating of the move-
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ment of workers to growth sectors. The au-
thors justified their views through two pieces 
of  evidence: first that private firms appeared 
to recruit almost exclusively from those with 
jobs in the state sector or new entrants to the 
labour force  rather than from the unem-
ployed; second the example of the Czech Re-
public with the highest rate of new job crea-
tion in the growth sectors (trade and finance) 
had the lowest unemployment rate in Europe. 
Jackman and Pauna, therefore, questioned 
'the rationale of policies directed at speeding 
up the shake-out of labour from the excess 
employment sectors' (p.386). The analysis 
proved that unemployment in the transition 
economies was 'neither necessary nor efficient 
from the perspective of  labour market restruc-
turing' (p. 387). 
It is, however, a  dubious conclusion, taking 
into account later developments: the so called 
Czech miracle is no longer the case; economic 
recession and the fast growing unemployment 
rate are largely explained by the delayed re-
structuring of the state sector there; in the 
countries that started the economic reform 
earlier and intensively restructured the state 
sector, the initially high unemployment has 
already started to decline. A further analysis 
of unemployment and the effects of employ-
ment policies as factors in the transition proc-
ess would be useful as a  comparison of the 
development in the last decade in all CEE 
countries. 
5.2.2 Human capital and social 
exclusion: the prize and price of 
transition? 
Background studies on labour market and 
employment demonstrated that the process of 
differentiation of income, which increases 
with the advancement of the process of tran-
sition to a  market economy, is remarkably 
linked to the relation between wage growth 
and the level of educational attainment. The 
previous regime put certain social groups in 
the ill-fated circumstances of the egalitarian 
society, hampering their life success and in-
come growth, a fact which namely concerned 
specialists with higher education and people 
with entrepreneurial inclinations. After the 
change of regime the social stratification 
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started to modify, and this has been reflected 
in the change of values. 
One of the greatest among such changes has 
become the association of  education as a cru-
cial characteristic of  life success. Although the 
CEE countries still tend to undervalue edu-
cation as a crucial factor in life success as com-
pared to the advanced democracies in West-
ern Europe, the rate of importance given to 
the education factor increases along with the 
advancement in the process of  transition. The 
higher the level of  educational attainment, the 
more value is conferred on education as a fac-
tor of life success. The transition period in 
CEE countries has been characterised by the 
gradual formation of  the value of  human capi-
tal, the rehabilitation of career rising, and a 
steady transformation of  stability values into 
mobility values as factors of  employment suc-
cess. 
The trends are partly evidenced in the Inter-
national Social Survey Programme (ISSP), in 
particular in the Social inequality survey 
(1992, 1999) and the Work orientations sur-
vey (1997). The longitudinal study Returns to 
human capital under the communist wage 
grid and during the transition to  a  market 
economy (Munich et al.  1999) demonstrated 
through the example of the Czech Republic 
that while during the decades of  communism 
an extremely low rate of return on education 
was maintained, it increased dramatically 
after the change of regime, and that the in-
ter-industry wage structure varied substan-
tially after the economy switched from cen-
tral planning to market orientation. Human 
capital embraces not only the attained edu-
cation but also initial skills, competences, tal-
ents, motivation and commitment to further 
develop and use the skills and competences. 
Human capital represents a very important 
capacity of the workforce, which can eventu-
ally activate economic capital (Matejd 2000). 
The International Social Survey Programme is a 
continuing annual  programme of cross-national 
collaboration on  surveys covering topics impor-
tant for social science research. It brings together 
pre-existing social  science projects and  coordi-
nates  research  goals,  thereby adding  a cross-
national,  cross-cultural  perspective to  the  indi-vidual national studies. Thirty-four countries are 
members of the ISSP,  including Bulgaria, Czech 
Republic, Hungary, Poland, Latvia, Slovakia, and 
Slovenia (http://www.issp.org) 
The reverse side of the healthy differentia-
tion processes, increasing returns on educa-
tion and formation of  the human capital value 
were, however, raising inequalities: the 
greater the life success of the educated, the 
fewer the chances received by those without 
qualifications. The overall income decline and 
rising differentiation in the CEE societies 
have become major pitfalls of transition and 
put the disadvantaged groups at the high risk 
of social exclusion. 'In this respect, it is nec-
essary for human resources policies to com-
bine social policies for the human capital pro-
tection  ...  with policies for human capital 
development' (Romanian national HRD strat-
egy,  p.4).  Some analyses show the growing 
inequality in access to education in the CEE 
countries (e.g.  Matej-&  2000) and predict its 
further deepening. The growing importance 
of education for life success on the one hand, 
high intergenerational reproduction of edu-
cational qualification on the other hand, and 
finally insufficient participation in higher 
education in a number of CEE countries will 
contribute to rising social inequalities. 
Social exclusion is a  young topic on the re-
search agenda in CEE, as is the problem it-
self, and very little research can be found in 
this field. Under the communist regime the 
existence of social exclusion as well as pov-
erty was not admitted; marginalisation was 
perceived as a social choice. Therefore these 
phenomena were not scientifically and empiri-
cally addressed. In the early transition period, 
with the rapid growth in poverty, the coun-
tries and international society focused on 
studying poverty, though with a  certain re-
duction of the concept of poverty to measur-
ing income and consumption based definitions 
of poverty, and insufficiently focusing on the 
educational and occupational aspects of pov-
erty (also criticised by Szalai 1999). UNDP 
focused on studying poverty in transition 
economies in 1997, where limitations of the 
income-based perspective were realised and 
the Human Poverty Index was introduced, 
which includes indicators of different dimen-
sions of deprivation, including lack of educa-
tion (United Nations Development Pro-
gramme UNDP 1997). The latter report re-
vealed the enormous social cost of  transition, 
which in most CEE countries, particularly in 
the early transition period, led to a decline in 
income, the highest ever growth in income 
inequality, crime growth, loss of social pro-
tection, decrease in life expectancy and a 
sharp decline of the birth rate. 
Atal (1999) noted that 'careful sociological 
investigation is needed to understand the 
phenomenon of  poverty in these countries. Is 
it a new form of poverty that is emerging, or 
is it suppressed poverty that is resurfacing?' 
(p.6). His work (Atal1999) was a subsequent 
attempt to summarise different approaches 
to poverty definition and measurement in the 
selected CEE and CIS countries. This has 
been a  first step, which certainly demands 
further elaboration, and especially analysis 
of marginalisation and social exclusion from 
the perspective of education and training. 
The latest UNDP report (1999) revealed that 
in the process of globalisation and the rising 
importance of  the development of  information 
and communication technology, as well as 
biotechnology, the race to lay claim to knowl-
edge becomes inevitable. The lack of access 
to knowledge (PC skills, language skills) and 
to information tools (the Internet), widens the 
gap between 'knows and know-nots', not only 
between "conventional" 'haves and have-nots' 
(UNDP 1999). Therefore the topic of social 
exclusion, so far insufficiently considered, 
deserves more attention on the CEE VET re-
search arena. 
Every year since  1990, the  United Nations De-
velopment  Programme  has commissioned  the 
Human Development Report to explore major is-
sues of global concern. The UNDP reports look 
beyond per capita income as  a measure of hu-
man progress by also assessing it against such 
factors as average life expectancy,  literacy and 
overall well-being. This year's Report focuses on 
the positive and negative aspects of globalisation. 
(http//:www.undp.org) 
So  far the scarce research in this field has 
mostly been tackled from a sociological or eco-
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Figure 6: Drop outs rate, men and women
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nomic perspectives (e.g. Svetlik (ed.) 1996;
Vecernik 1991; Sirovatk a 1997). Only recently
the research started to focus on issues of the
role of VET in the promotion of social cohe-
sion, as a tool of 'systemic inclusion of the
generation of youngsters in the vocational
education and training, and in all forms of
education and training of adults - those re-
lated to jobs and those not directly related'
(Trbanc 1999). The question therefore  should
be tackled from the point of view of access to
education, flexibility and permeability  of the
systems, financial incentives to promote par-
ticipation in education, especially among dis-
advantaged  groups, and finally the content
of education to promote participation, achieve-
ment of qualifications and the relevance of
educational output to the needs of the labour
market. Trace studies and analysis on drop
outs from education  and training, as well as
on the causes and effects of low participation
rates in education may shed the light on how
to reform the system to promote  access to edu-
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cation and life long learning. These studies
are so far missing, which has been noted by
most of the countries, especially the ones
where drop out rates are high - above l07o
(Hungary, Slovenia, and the Baltic states).
The ETF initiated extensive studies on VET
against social exclusion in the CEE countries.
The project is in its starting phase, and the
first results shall be available in mid 2000.
The very preliminary results demonstrated
that social exclusion has several tendencies
common to CEE countries: it occurs in the case
of an accumulation of a number of disadvan-
tage characteristics (e.g. low skills, long-term
unemployed,  belongingness  tolmembership in
a national minority); there is a spatial accu-
mulation of risk factors (deprived regionr); it
has a reproductive  intergenerational ten-
dency. This makes research from the spatial
and social accumulation and reproduction per-
spectives crucial for finding mechanisms  to
fight the social traps.VET research in CEE countries
Figure 7: Unemployment rates of young and older people in CEE and in EU-l5, 1997 (%)
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Studies on VET against social exclusion, com-
missioned by ETF at the end of 1999, and cur-
rently under preparation by the National Observa-
tories, shall tackle the problem  from the starting
point of identification of groups under the risk of
social exclusion,  collection of factual information
about the situation of these groups in education
and training and on the labour market, analysis
of policies, actions and best practices to promote
the social cohesion in the countries.  The studies
shall come up with the set of preventive and re-
active recom mendations for targeted pol icy meas-
ures and projects to support the disadvantaged
groups and promote  social cohesion.
5.2.3 T?ansition from school to working
life: transition in transitory societies
The growth of youth unemployment in CEE
facilitated relatively frequent trace analyses
of school leavers' integration to the labour
market and research in the field of transition
from school to employment.
Roberts (1998) looked at the school-to-work
transition in CEE from the perspective of an
analysis of basic categories of the transition
process, examining  the relevance of the West-
ern models. He argues that although the ba-
sic categories of transition such as employ-
ment, self-employment  and unemployment
are the same, their meaning and impact may
be quite different. Indeed, he demonstrates
that variations inside the employment  status
of young school leavers in CEE are much
wider than the ones in the West. With the
emergence of the private sector and especially
'westernised' types of employment (local of-
fices ofWestern firms) employment conditions
vary a great deal, often providing wages well
above the national average. Employment in
unstable jobs in the private or public sector,
and especially in the redundancy sectors, or
self-employment often mean low or vulnerable
income and insecurity regarding the future.
The young people in CEE appeared more
likely to work on their own accounts, being
self-employed,  than their Western counter-
parts.
K.Roberts'analysis  is based on the enquiries  un-
dertaken in Poland, Hungary, Slovakia, Bulgaria,
Ukraine, Georgia and Armenia, based on the
methodology  which allows for broad comparisons
within the group of countries and with experiences
of young people on the labour market in the West,
developed  by the Anglo-German  foundation  in the
early 1990s.
Similarly the unemployment  status among
the youth in CEE appeared to have a differ-
ent connotation as compared to the West. Tra-
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ditionally much closer intergenerational fam-
ily ties in CEE affected deprivation as a di-
rect consequence of  joblessness, where the un-
employed young people often relied rather on 
the assistance of their parents than on the 
employment services, managing to maintain 
the reasonable standards of  living and leisure 
patterns, unlike their Western unemployed 
counterparts. A relatively high rate of with-
drawal from the labour market, especially 
among young women, was found characteris-
tic for the CEE youth (see also OECD 1998, 
p.28 for Bulgarian case). Unemployment of-
ten actually meant employment in the grey 
economy, casual labour practices or part-time 
studies. The young people in CEE also often 
demonstrated being more likely to be involved 
in the growth sectors, private SMEs with for-
eign capital, or successful entrepreneurship 
than the older population, diminishing by 
these means the age income inequalities. 
Thus although the categories of  transition to 
the labour market are the same in the West 
and in the East, their connotation differs 
substantially. Roberts, therefore, defines 
'westernised' employment, public sector, self-
employment, partial employment, and unem-
ployment as more appropriate categories to 
address in research on the school-to-work 
transition (Roberts 1998, p.236). He proposes, 
therefore, to research career routes rather 
than labour market statuses. 
The  thematic review of the transition from initial 
education to working life was conducted by OECD 
between 1997 and 1999. The review covered four-
teen nations, including two CEE countries- the 
Czech  Republic  and  Hungary.  The  review was 
built upon Background Reports {NTF 1997, OECD 
1998a), prepared by all involved countries, and 
Country Notes (OECD 1997, OECD 1999a), pre-
pared by expert reviewers. The final comparative 
report focused on the analysis within the lifelong 
learning framework of how transition  has been 
changing during the 1990s, and what policies are 
the most effective (OECD 1999). 
The OECD thematic review of  the transition 
from initial education to working life (1999) 
tackles the topic primarily from the point of 
view of  the flexibility of  educational pathways 
and also of the effectiveness of systems and 
policies. It was remarkable that both the 
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Czech and the Hungarian post-compulsory 
schooling pathways were found selective, and 
the system of partnership to promote effec-
tiveness of  education pathways leading to in-
tegration to the labour market, insufficient. 
Moreover, the general trend of the growing 
length of the transition process in both CEE 
countries was partly connected with inad-
equate capacities of tertiary level education, 
making therefore the overall system of life-
long learning even more selective. The study 
puts a  particular emphasis on the lifelong 
learning perspective, where high drop-out 
rates from secondary education in Hungary 
should be tackled in elementary schooling, 
and higher levels of qualifications should be 
achieved by offering a broad basis of  both gen-
eral and vocational qualifications at an up-
per secondary level and by restructuring 
higher education in both countries (OECD 
1997, 1999a). The role of CVT in improving 
the employability of young people on the la-
bour market is especially important in this 
respect (ETF 1999d), as it provides a  quick 
solution by supporting employability of the 
young before the systemic changes come into 
being. 
The sociological  survey  School leavers in  the 
Czech Republic conducted  in  the framework of 
the OECD project Transition from school to work-
ing life (Kuchar 1999) was carried  out among 
population of 20-29 years old who are graduates 
of standard full time education of all types or are 
without  education,  who  are  employed,  unem-
ployed or inactive. The survey analysed educa-
tional paths and their length, professional paths, 
(mis)match  of the  first job after graduation and 
the obtained vocational qualification, evaluation 
of quality of the school education from  the  em-
ployment perspective, and intergenerational mo-
bility. 
Both research perspectives - analysis of the 
educational pathways and career routes -
have been combined in a sociological survey, 
carried out in the framework of the OECD 
project Transition from school to working life 
in the Czech Republic (Kuchar 1999). The 
survey confirmed that the key reason for pro-
longation of  the educational paths was unsuc-
cessful attempts to enter into higher educa-
tion. The survey also demonstrated linear -------------------------VET  research in CEE countries 
school pathways, an early start in professional 
pathways (combined studies and employ-
ment), most frequently out of self-employ-
ment, relative instability of professional 
pathways for people with vocational type 
qualifications, given by a high concentration 
of  these qualifications in restructuring indus-
tries. The survey revealed that particular 
problems in the transition process were ex-
perienced by people with no qualifications, 
and that the higher the level of  education, the 
stronger the tendency toward social reproduc-
tion in the educational and professional mo-
bility (Kuchar 1999). The trace studies on 
school graduates were also undertaken in 
other countries (CNA Veneto Euro-In Consult-
ing 1998, and Jigau et al. 1998 in Romania; 
Study of graduates of VET schools in Esto-
nia, 1998; Pavelson 1999 in Estonia and oth-
ers). An absolute majority of the trace stud-
ies confirm that the higher the level of 
educational attained, the less the likelihood 
of  unemployment, and the smoother the tran-
sition process. They also mostly agree on the 
need to provide broad-based qualifications 
with substantial general knowledge and so-
cial skills. They confirm that the majority of 
both the current students and those already 
in the labour market seek to enhance their 
knowledge and obtain a higher qualification. 
All countries report the lack of a regular sys-
tem for tracing school leavers' success and 
failure on the labour market. The above-men-
tioned surveys are irregular (most of them are 
one-off surveys financed on an accidental ba-
sis), and they lack a consistent methodology. 
Several countries tried to elaborate a mecha-
nism for the regular measurement of youth 
integration in the labour market by using the 
standard available statistics (e.g. Horackova 
and Ryska 1998, 1999 used unemployment 
registry, Vojtech 1998 employed LFS data, 
Markausa 1997), but the analysis is circum-
scribed by the data sources and often happen 
to be somewhat mechanical, unable to follow 
the whole complexity of categories and fac-
tors of the school-to-work transition. Moreo-
ver, not all countries witness research in this 
field, but all of  them report the school-to-work 
transition as one of the under-researched 
fields.  Finally, our overview of the research 
on transition revealed that perhaps it is some-
what reduced to the school-to-work perspec-
tive, neglecting other transitional aspects, 
such as transition from unemployment to em-
ployment, from one type of employment to 
another one, inter-occupational transition, 
transition from the labour-intensive type of 
employment to the knowledge- and technol-
ogy-intensive type of  employment, transition 
between employment in large enterprises and 
SMEs and so  on. Analysis of these notions 
from the perspective of the role of lifelong 
learning in lessening the transitional encum-
brance may bring the analysts to useful rec-
ommendations. 
5.2.4 Labour market requirements and 
skills mismatch 
The research on schoolleavers in the labour 
market is closely connected to the research 
on labour market requirements. Indeed, while 
the trace studies on schoolleavers in the la-
bour market try to understand the reasons 
for  success and failure in integration into 
employment, measuring the failure by type, 
level and branch of education, there are a 
number of  studies that attempt to undertake 
a preventive approach. They survey the em-
ployers' needs in terms of the qualifications 
and skills of the new labour force, and draw 
up conclusions on the implications for educa-
tion and training. It should be admitted that 
this type of study is not very widespread in 
CEE yet, and the main reason behind the lim-
ited analysis in this area is the costs connected 
to such types of research. The system of so-
cial partnership is still very weak in these 
countries, and it is rather difficult to persuade 
branch associations and employers to take 
interest in and to take charge of generating 
this type of data and information. 
The lack of employers' commitment to coop-
erate with educators in defining qualification 
standards is partly compensated by the sur-
veys on employer's needs, mostly paid and 
organised by the state, the non-governmen-
tal sector or foreign donors. The surveys, 
which have been reported by CEE countries, 
either take the form of  questionnaire surveys 
among employers or embrace a wider scope 
of the pro-active operation, involving social 
partners in the discussion and verification of 
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the survey results and statistics otherwise 
available. The latter approach is particularly 
important as in the long run it may help to 
activate the role of the social partners in the 
development and adjustment of VET provi-
sion in their branches. 
The questionnaire survey  Graduates on  the  la-
bour market:  what do  employers expect?,  con-
ducted  in  the  framework of the  OECD  project 
INES, was designed to measure employers de-
mands in terms of skills and competences. It was 
carried out among 820 Czech companies that em-
ployed more than five employees, at least one of 
them being a school graduate recruited within last 
two years (St'astnova et al.  1998). 
The survey Graduates on the labour market: 
what do employers expect? (St'astnova et al. 
1998) revealed that Czech companies expect 
first of all to recruit young candidates with 
a  comprehension of quality and entrepre-
neurship, a  propensity to learn in order to 
deepen their knowledge or obtain a  new 
qualification, and who are flexible and adapt-
able to new environments. The schools are 
assumed to be primarily in charge of  provid-
ing broad general knowledge, developing 
verbal and writing skills, and learning aspi-
rations. The companies declared their pre-
paredness to train young people in vocational 
subjects, health and safety at work, and de-
velop their entrepreneurial skills; they, how-
ever, expect schools to take charge of  the pro-
vision of foreign language proficiency, 
managerial skills, quality comprehension 
and customer-oriented skills, self-confidence, 
motivation, and initiative. Therefore, em-
ployers primarily lack social or core skills 
among school graduates rather than profes-
sional competences, and moreover, the em-
ployers assume their readiness for provid-
ing necessary vocational training leading to 
excellence in qualifications. 
The objective of the sectoral study in  the  wood 
processing and furniture idustry in Estonia (1999) 
was to assess the importance of the factors influ-
encing its development, clarify the current situa-
tion and workforce requirements, including future 
training  needs.  The questionaire survey and 
indepth interviews covered 165 SMEs (PW Part-
ners Ltd. 1999). 
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Most of studies on employers' requirements 
are organised either at a sectoral or at are-
gional level. Estonia organised a  sectoral 
study in the wood and furniture industry (Jogi 
1999) with an attempt to employ a more pro-
active approach, actively involving employers' 
representatives in debates on the results of 
the survey. The survey demonstrated that 
companies experience skills shortages among 
qualified labour, not in terms of the numbers 
among the prepared workforce but rather in 
terms of skills and competences. On the top 
of the lack of entrepreneurial skills, a sense 
of responsibility, commitment and other so-
cial skills, as well as thorough theoretical 
knowledge, the companies see a lack in prac-
tical skills, insufficiently provided at schools. 
The peculiarity of the perception of small en-
terprises was demonstrated in their appeal 
for a staff  with multiple skills, capable of  ful-
filling the entire cycle of  the production proc-
ess. 
Transition economies have been characterised 
by a situation in which the job profiles were 
changing more rapidly than the system of 
occupational standards. Many jobs are new 
on the list of  occupations or their content has 
changed so much that the skills required do 
not correspond to vocational qualifications for-
mally requested for job performance. There-
fore the mere measurement of shortage and 
surplus occupations or enquiries into recruit-
ment problems are insufficient. The added 
value of  the research into particular skills and 
competences is therefore unquestionable. 
Another aspect of possible research is the re-
construction of actual job profiles as a tool to 
upgrade vocational standards. Job analysis 
(the nature of  tasks performed, work environ-
ment, responsibilities and perceived skills 
required) was undertaken in the survey on 
needs in management training in the bank-
ing and financial sector (Deloitte & Touche, 
1996). The latter survey also scrutinised cus-
tomer attitudes in order to enrich the skills 
perspective. 
VET in the context of regional development was 
a project initiated by the ETF in  four pre-acces-
sion countries (Czech Republic, Hungary, Poland 
and Slovenia) and implemented by National Ob-
servatories  in  1998. The studies analysed the _________________________  VET research in CEE countries 
education and training provision,  labour market 
and institutional development in selected regions 
of the four countries. The Czech  Republic con-
ducted a company survey to  help  to  measure 
qualification supply and demand mismatch in the 
coming two years in the Ostrava region. Although 
the project did not involve other GEE countries, 
some of them took their own  initiative and  con-
ducted research at a regional or local level, dis-
playing a particular need in such studies. 
A number of  studies on labour market require-
ments were undertaken at a  regional or 
county level, varying from a quantified meas-
urement of  the present shortage and surplus 
occupations (Rittau et al. 1998 in Poland) and 
the training needs analyses (Podravje region 
1997-1999, including SMEs needs analysis in 
1998, in Slovenia) to rather complex studies 
on VET in the context of  regional development 
(Versa 1998 in Slovenia, Kidyba and Kozak 
1998 in Poland), including the supply/demand 
analysis (PMU/OBS/IC003, 1998 in Bulgaria, 
Czesana and Strietska-Ilina et al. 1999 in the 
Czech Republic, and Cvetkova et al. 1999 in 
Latvia). Regional development is a  process 
still in its starting phase in the CEE coun-
tries. Some of them have established regions 
and basic structures and responsibilities (Po-
land, Hungary), others have just undergone 
the legislative process or are still engaged in 
debates over the regional reform. In this con-
text the regional perspective of  socioeconomic 
development, labour market requirements, 
and education and training offers becomes 
very important. Matching supply and demand 
may best be addressed at the local level and 
support the establishment of  regional and lo-
cal ties among key institutions. In the con-
text of preparation for EU accession and en-
tering into pre-structural funding, including 
the European Social Fund, the regional re-
search perspectives are rendered ever more 
important. Moreover, if such research is un-
dertaken and discussed in collaboration with 
broad partnerships in the region, it may by 
itself promote regional development. There-
fore, as in the case of other research seeking 
to anticipate the education and training needs 
at a  sectoral or national level, the primary 
added value of  regional studies is its 'collabo-
rative' character. This type of  research should 
be further promoted and supported in a sys-
tematic way in the CEE countries, where both 
methods and coverage have immense room for 
enhancement. 
5.2.5 Prognostic research and strategies 
Zecchini (1997) rightly noted that existing 
statistical services in CEE are not prepared 
to measure facts which are not directly ob-
servable in all their detail. He further noted 
that 'the tradition of precisely and meticu-
lously quantifying facts related to the imple-
mentation of the central plan was suited to 
an era in which the economy was dominated 
by few large firms over which the government 
held strong control. .. ' (p.4). Indeed, in the past 
most CEE countries had an elaborate mecha-
nism and infrastructure for manpower plan-
ning as an integral part of the overall 
economic planning. With the end of the com-
munist regime the old practices were aban-
doned and institutions dissolved. The word 
'planning' acquired very negative connotation 
and attempts to conduct prognoses had little 
recognition in the societies. 
The situation has recently changed and in a 
few  countries future oriented studies have 
been conducted. The research that deals with 
the needs and requirements of future labour 
force  training, which we provisionally call 
'prognostic' research, may occur in very dif-
ferent forms. The research also may have a 
different time span for prediction or planning 
strategy. Short-term forecasting is much bet-
ter developed and more widespread than mid-
and especially long-term oriented prognostic 
research. At the same time the need for  a 
longer term anticipation of  qualifications and 
skills requirements, which can go beyond the 
educational cycle, has started to be recog-
nised. 
Prognostic research varies from the relatively 
simple collective brainstorming of  experts and 
social partners with an attempt to verify ex-
isting statistics and to produce an outlook for 
future development, to quite complex at-
tempts at quantified forecasting models, and 
to a rather complex mixture of  qualitative and 
quantitative methodologies for elaborating 
scenarios and strategies for future policies. 
In CEE prognostic research uses methods 
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available and at some point applied in the EU 
member states, where most quantified fore-
casting models are based on retrospective 
data and extrapolation of the past trends on 
the future. In the West, the traditional fore-
casting models were abandoned by some coun-
tries (e.g.  France) after the oil shock of the 
1970s when the method proved its inability 
to produce a reliable forecast in exceptional 
conditions. 
Unlike traditional forecasting, scenarios 
present alternative images (van Wieringen 
and Dekker 1999), and proved functional in a 
changing environment. In the case of CEE 
countries the latter point is especially impor-
tant, as the reliable retrospective data com-
parable over a  longer time period and the 
sectoral employment forecasts supplied by 
macro-economic models, necessary for man-
power requirements models, are often not 
available (NO of VET and Labour Market 
1999). 
Scenarios certainly cannot fully substitute the 
presence of data, moreover, the approach it-
self requires sound statistical data for the 
initial context analysis. The scenarios method 
is not meant to 'de-legitimise the work of  those 
who try to improve the statistical and labour 
market information base. It is just meant to 
lay stress on the question of whether there 
are additional, alternative, faster, and sim-
pler ways of taking decisions about the de-
velopment of education and training' (Baum-
gart! et al. 1999, pp. 186-187). Examining the 
scenarios method as such is not an objective 
in our study and we shall simply concentrate 
on examples of projects using the scenarios 
approach which either occurred in the coun-
tries in question or involved their participa-
tion (see more on examples of projects based 
on the method of  scenarios elaboration in van 
Wieringen and Dekker 1999). 
In CEE countries the scenarios approach 
started to be discussed and subsequently de-
veloped in 1997, at which time Estonian re-
searchers were in the forefront.  Estonian 
'Education scenarios 2015' were developed 
with the objective of initiating discussion in 
society about the future of education andre-
ceiving public support and contribution for the 
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development of  strategy in education policies. 
The idea emerged and started to develop 
among the members of  the Education Forum 
Committee along with those involved in the 
elaboration of the nationwide planning Esto-
nia 2010 at the Estonian Institute of Future 
Studies (Jogi 1999). Thus, the elaboration of 
education policy scenarios took place hand in 
hand with the planning process at a macro 
level. The major assumption for  scenarios 
elaboration was that the future of education 
cannot be observed separately from the fu-
ture of the society. Two key factors, which 
determine the nature of  the Estonian society, 
were chosen as a  result of brainstorming 
meetings and a wider public discussion: co-
hesion and innovativeness of the society. In 
the light of these factors four models of the 
future Estonian society and corresponding 
education scenarios were drawn: a) Estonia 
of public schools (nation-centred Estonia), b) 
Estonia of  permanent education reforms (cor-
porate Estonia), c) Estonia of market educa-
tion and elite schools (Estonia of  the rich and 
the poor),  d) learning Estonia (interactive) 
(Jogi 1999, Baumgart! et al. 1999). The idea 
of drawing up possible paths of development 
also implied that the core expert group, civil 
servants and decision makers would also draw 
a certain plan of  achievement of  the most posi-
tive scenario, and, even more importantly, 
would reach a certain level of consensus on 
how to achieve that. 
Scenarios and strategies for VET in Europe is a 
project initiated by Cedefop, supported by  ETF 
and coordinated by Max Goote Expert Centre at 
the University of Amsterdam. The project eventu-
ally involved five CEE countries (Estonia, Czech 
Republic,  Hungary,  Poland and Slovenia) along 
with five EU member states. The project 'aims to 
develop a tool  to  improve the understanding of 
VET systems in their economic-technological, em-
ployment-labour and training-knowledge environ-
ment' (van Wieringen and Dekker 1999, pp.3). 
Another, most recent example of scenarios 
elaboration was the international project Sce-
narios and strategies for VET in Europe. The 
study is based on the Delphi method- the 
structured consultation of selected experts 
through questionnaires. The project intends 
to identify not only scenarios and strategies -------------------------VET  research in CEE countries 
for VET in the involved countries, but also to 
define the most suitable scenarios and strat-
egies for VET in Europe. As  only the first 
phase of the project has been completed, it is 
impossible to speak about specific results yet. 
It is, however, noteworthy that even on the 
basis of preliminary results CEE countries 
often have a sound distinctiveness in defin-
ing trends, strategies, key actors and sce-
narios as compared to the EU member states. 
The distinctiveness is not necessarily indi-
cated as a difference but rather as giving more 
or less importance to the same factors. For 
instance, in scoring the responsible actors for 
the strategy both the CEE countries and the 
EU member states assign the same impor-
tance to the nation state. However, the EU 
member states assign a bigger role to the EU 
agencies than the CEE countries, while the 
latter undervalue the role of  the trade unions 
as a responsible actor. Furthermore, on aver-
age the respondents from the EU countries 
assign larger responsibility to the individual 
than respondents from CEE (van Wieringen 
and Dekker 1999, pp.102). This is given to a 
large extent by the shared past experiences 
of the CEE region, its egalitarianism on the 
one hand, and aversion towards certain types 
of  institutions and partnerships that in some 
way connote the 'officialdom' of the past re-
gime. 
The CEE countries also remarkably differed 
from the EU member states in weighing the 
relevance of the strategies and scenarios pro-
visionally developed in the project in a 
number of cases. In terms of importance for 
CEE in the context of economy and technol-
ogy, the key issues seem to be those of  provid-
ing incentives for the private sector and so-
cial partners to encourage their engagement 
in training, developing learning organisation 
and knowledge management, and forecasting 
specific needs. In the employment and labour 
market context a strategy based on the mod-
ern workforce (flexible, part-time, employable, 
entrepreneurial) was rated by all participat-
ing in the project CEE countries as highly 
relevant, whereas scenario dimensions 
'changing in the workplace' (the organisation 
becomes multicultural; ICT, knowledge man-
agement and social skills become more im-
portant whereas hierarchies become less im-
portant) and 'mobility of labour' (trends to-
wards mobility of  labour in flexibilisation, new 
combinations of work and training, but also 
higher migration) were not largely shared by 
the CEE countries, and Slovenia was the only 
country that supported both scenario dimen-
sions. 
The certain contradiction in weighing sce-
narios and strategies in the context of the 
employment and labour market is given by 
the fact that scenarios are built by exploring 
certain developments, measuring responses 
on how the selected 23 trends are important 
and likely for the given country. In other 
words this means that although the strategy 
based on the modern flexible workforce may 
be highly relevant for CEE countries, sce-
narios based on the 'modernisation' of the 
workplace and the increase in the flexibility 
and mobility of labour may not yet be feasi-
ble. 
In the context of training, skills and knowl-
edge, the CEE countries lay stress on reform-
ing the VET system as a whole (decentralisa-
tion, flexibility, expansion) rather than 
changing the role of VET providers and flex-
ibility in training programmes. The CEE 
countries are at the top of  the list for relevance 
of  the strategy based on a transparent quali-
fication structure and mobility, and on indi-
viduals investing in their own training (van 
Wieringen and Dekker 1999, pp.134). Al-
though CEE countries generally support Eu-
ropean scenarios and strategies, the above-
mentioned preferences show that the systemic 
reform process in CEE has not been completed 
yet, whereas other European countries con-
centrate on scenarios and strategies based on 
more targeted measures. 
As we have already mentioned the above re-
sults are only preliminary and may be veri-
fied by further analysis. The involvement of 
the CEE countries in the project on scenarios 
and strategies in VET in Europe has been no 
doubt very beneficial, albeit the methodology 
itself may appear somewhat disputable. Al-
though the scenarios method intends to over-
come the limitations of traditional forecast-
ing approaches, based on extrapolation of 
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retrospective trends to the future, to some ex-
tent the same shortcomings could be observed 
also in the scenarios method itself. The 
method is based upon the experts' analysis of 
the past developments, but also upon their 
comprehension of  the present and future evo-
lution. The human brain has natural limita-
tions in its ability to innovate and imagine 
the future. This drawback could also be in 
evidence in other anticipative research based 
on the Delphi method, which relies on expert 
judgement-the second-hand testimony of  the 
factual state of affairs. 
Whether or not the results of the application 
of  such methods are reliable is a long standing 
scientific debate, but one thing is certain: it is 
the added value that the method encompasses, 
perhaps not necessarily in the result itself  only 
but more so in the process of  obtaining the re-
sult. The scenarios project as well as several 
other examples of qualitative research under-
taken with an attempt to anticipate future 
developments and qualification needs man-
aged to put partners from different fields to-
gether and make them discuss the problems 
and possible measures for tackling them. These 
debates bring about the first step to a common 
understanding and eventual compromise 
around very urgent problems, and helps peo-
ple to start working together on their solution. 
The project  Regular forecasting training needs: 
comparative analysis, elaboration and application 
of methodology (LABOURatory)  is  led  by  the 
Czech National Observatory in cooperation with 
CERGE (Centre for Economic  Research  and 
Graduate  Education,  Charles  University).  The 
project involves a broad trans-European partner-
ship of leading institutions in the field of forecast-
ing and anticipation of labour market needs: ROA 
(Research Centre for Education and the Labour 
Market, the Netherlands}, ESRI  (Economic and 
Social Research Institute, Ireland), lAB {Institute 
of Employment and Occupational Research at the 
Federal Institute of Labour, Germany), and OREF 
(Regional Employment and Training Observatory, 
Burgundy) and Quaternaire in  France. The part-
nership further involves Slovenia and Poland. The 
project, which is  in  its interim phase and will be 
completed in  March 2001, seeks to elaborate a 
complex forecasting  methodology,  based  on 
quantitative and qualitative methods. 
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Forecasting qualification needs is only start-
ing to be developed in the CEE countries. 
There have been attempts in Hungary and 
Poland, and feasibility studies in Estonia 
(Corcoran 1997), Latvia (Guegnard and 
Perier-Cornet 1997). Recently the Czech Re-
public started to develop a methodology based 
on the manpower requirement approach in 
the framework of  the project Regular forecast-
ing of training needs: comparative analysis, 
elaboration and application of methodology. 
The project tries to utilise partners' experi-
ence with different methods: the manpower 
occupational forecast, which takes into ac-
count all relevant flows, determining the sup-
ply and demand for school-leavers on the la-
bour market; analysis of changing trends in 
broadly defined occupations and sectors, and 
future skill requirements for the decision 
making level to help to elaborate medium-
term labour market strategies and educa-
tional planning; and expertise in forecasting 
for the Eastern Lander in the similar condi-
tions of economic transition. 
The objective of  the project is to elaborate the 
mid-term (5 years) forecasting methodology 
for use at a national level by decision mak-
ers, guidance services and individuals. How-
ever, due to the lack of data and the absence 
of bridges between classification systems in 
the fields of education and employment, the 
results will not be valid at a regional, and a 
sub-sector level (NO ofVET and Labour Mar-
ket 1999). There is a  need to complement 
quantifying forecasting based on partially 
available data and a  relatively short time 
span of retrospective data with reliable tech-
niques to estimate the correct figure for a 
given aggregate. Zecchini (1997) was accurate 
in characterising the situation of data avail-
ability in CEE, saying that 'proper estima-
tion is more useful than incomplete data' (p.4). 
Therefore, the quantified forecasting models 
will be enriched with anticipation mecha-
nisms for analyses at a regional and a sectoral 
level, where experience ofOREF and Quater-
naire will be applied respectively. The result 
of the project shall be a  forecasting model 
along with alternative corrective instruments 
adjusted to exogenous shocks of transition 
economies, and therefore functional in uncer-
tain conditions. Forecasting as well as different forms of  quali-
tative anticipation of labour market require-
ments cannot serve as a  direct guide to ac-
tion but rather as indicators of trends and 
developments which are to be taken into ac-
count by the public as well as by the decision 
making authorities in planning and strategy 
development. The strategy elaboration proc-
ess as such did not emerge by itself in the 
CEE countries and took place no earlier than 
the second half  of the 1990s, being especially 
notable in recent years when a wave of con-
ceptual analytical documents were elaborated 
in different CEE countries. This development 
was stimulated by a number of reasons. 
First, after the completion of the Phare VET 
reform in its pilot phase, the countries needed 
a comprehensive evaluation of  the results and 
subsequently an elaboration of a  national 
strategy of further development of the sys-
tem in the new phase of  transformation, when 
the initial reforming euphoria was left behind, 
and a new, more pragmatic and targeted ap-
proach was needed. 
Second, the advancement of the transition 
process brought the nations from the survival 
mentality to a definition of  priorities and con-
centrated actions. 
Third, the process of preparation for EU ac-
cession has fuelled the strategy and planning 
development. 
Finally, the research component itself  reached 
the level of maturity when at least partial 
intersectoral and inter-institutional coopera-
tion became possible, and this collaboration 
generated the inter-disciplinary analysis and 
elaboration of  comprehensive studies and con-
cepts. 
No matter which CEE country the strategy 
has been developed in, there are certain do-
mains that are relevant for the whole region: 
0  the move towards a  more decentralised 
VET system and a  system of curriculum 
development and an elaboration of stand-
ards, 
0  enhancing the role of social partners in 
curriculum and standards innovation and 
the anticipation of  labour market require-
ments, 
0  support for financial and tax incentives to 
increase access and participation in life-
long learning at all levels and in various 
forms, 
0  the provision of targeted support measures 
for disadvantaged groups to reinforce so-
cial inclusion, and to enhance system in-
centives to promote equality of  opportunity 
in access and participation in lifelong 
learning, 
0  continued reform of the systems allowing 
for more flexibility,  horizontal and verti-
cal permeability, and diversification of  edu-
cation offered in order to meet the diver-
sity of needs of economy and learners, 
0  a  system of educational standards and 
qualifications and a system of quality as-
surance and accreditation, 
0  allowing for transparency and compatibil-
ity, providing a broad theoretical basis and 
social/core skills in educational prepara-
tion, 
0  enhancing the modern teaching methods, 
which develop creativity, initiative, respon-
sibility and independence among pupils by . 
improving teachers training. 
0  improving the teaching materials, tools 
and school equipment in response to the 
needs of a knowledge based and informa-
tion society, 
0  support for anticipation analyses of the 
skill needs to provide employable workforce 
for the future. 
All strategies have been based on the assump-
tion that human resources are a crucial com-
ponent in the development of the societies in 
all sectors, and on the recognition of educa-
tion as an opportunity for the whole society 
to meet the economic objectives of the com-
munity as well as individual aspirations 
(Cerych et al. 1999; Hendrichova (ed.) 1999; 
Pusvaskis 1998; Lamoureux et al. 1999 and 
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others). We must note, however, that compre-
hensive strategic research in its primary 
sense is still very scarce. A lack of strategic 
future oriented thinking is compensated by a 
series of efforts and institutional collabora-
tion, which brings about alternative perspec-
tives and eventually generates policy docu-
ments. In the field of  research per se, however, 
this is not enough, and there must be a seri-
ous effort undertaken by national authorities 
and the international community to enhance 
research capacities, expertise, and compre-
hensiveness in understanding the issues of 
concern for researchers worldwide. 
6.Conclusions and recommen-
dations 
6.1 Conclusions: shortcomings and 
'gaps' 
Our initial analysis started from an assump-
tion that the research gaps (i.e. neglected or 
abandoned areas of research) and the re-
search priorities are determined by the tre-
mendous changes occurring in the countries 
of CEE. These changes in CEE are a part of 
the double transformation, where the transi-
tion from planned to market economy is mul-
tiplied by the challenges of global transfor-
mation. We therefore suggested that the gaps 
and priorities of CEE research would be 
largely prescribed by the reform process, 
would concentrate on the requirement aspect 
of VET and would have much in common 
among the CEE countries. We also suggested 
that VET research would have a higher level 
of production and maturity in the countries 
where VET itself  enjoys a long-term tradition 
and relative prestige. 
Our analysis has brought us to several con-
clusions. First, indeed the background coun-
try reports confirmed that a major demand 
in research is concentrated in the area of re-
quirement (or contextual) type of research 
with the emphasis on the needs of the labour 
market. Nevertheless, at the same time the 
contextual research with the reference to the 
labour market requirements was the most 
frequent in the reports and could be traced in 
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all CEE countries. Somewhat more developed 
this area seems to be in Poland, Hungary, 
Czech Republic, Slovenia, Estonia and Latvia, 
but, to stress it again, it is also well existent 
in other CEE countries. 
Second, our hypothesis about a high degree 
of  accord between the countries in identifica-
tion of major priorities was confirmed. This 
demonstrates that although all CEE countries 
are at a very different stage of  the reform proc-
ess, and have different VET traditions and 
cultural backgrounds, the principle features 
of the transition, which are rather common 
for  all countries, determine the current re-
search. 
Third, and most important, the VET research 
in CEE has fairly successfully reacted to the 
major challenges of the socioeconomic devel-
opment, quickly responding and adjusting to 
the immediate needs. A great deal of  research 
efforts have been undertaken as a reaction to 
major challenges of the transition process: 
rapidly rising unemployment, growing social 
and skills inequalities, skills mismatch, and 
within this context inadequate diversification 
of VET programmes and the systems them-
selves, ineffective financing, teaching meth-
ods and qualifications of  teachers, too narrow 
vocational specialisation and insufficient 
mechanisms for innovation of curriculum, 
standards and quality assurance. The VET 
research claimed to play its role in the reform 
process, adopting a pro-active approach and 
enthusiastically participating in development 
projects. 
Our initial hypothesis of  better research cov-
erage and greater maturity of VET research 
in the countries where VET itself enjoys 
higher prestige was not confirmed. The analy-
sis showed that there were other factors that 
influenced the research development in the 
CEE countries, where the existence of a re-
search institute, development of the univer-
sity-based research or participation in inter-
national granting schemes had a  greater 
impact on VET research than the prestige of 
VET. We may, however, suggest that the coun-
tries, where recent years displayed a  shift 
towards comprehensive conceptual elabora-
tion of  the overall system of  human resources development at the national level in the con-
cept of lifelong learning, enjoyed integration 
of  VET into state or public driven conceptual 
works. This manifested the most positive de-
velopment of recent years as far as VET re-
search in CEE is concerned. 
Although VET research managed to success-
fully cover the most acute problems on the 
agenda of the countries in transitional, the 
study has revealed an insufficient coverage, 
inadequate quality, poor methodological ap-
proach and inefficient organisation in a 
number of areas of VET research in CEE: 
0  Under the turmoil of the reform process, 
the VET research has tried to find imme-
diate solutions to complex socioeconomic 
problems. Out of  the two components of  the 
transition process, the VET research has 
rather reacted to the principle demands of 
transformation towards free  market 
economy and democratic society. The glo-
bal challenges, imposed by the growing 
importance of knowledge intensive indus-
tries, the services sector, SMEs, and related 
to these question of access to knowledge, 
information and ICT have not been tack-
led to the same extent. 
0  In the pursuit for  quick and immediate 
solutions, and being under time and finan-
cial constraints, the VET researchers and 
practitioners in CEE often tended to look 
for ready made answers, which came into 
being in the form of the models adopted 
from the West and with the international 
financial assistance. A thorough systematic 
analytical work into verification of  the fea-
sibility, adjustability and impact of such 
adoptions was not in place. In spite of the 
invaluable input of  international expertise 
to the process of advancement of the VET 
reform, the role of  national research in the 
reform process was often neglected. As the 
result the VET reform process did not suf-
ficiently contribute to VET research devel-
opment, especially at the beginning of the 
transition period. The notions of  a primary 
concern for research in the EU member 
states are not always adequately tackled 
by the CEE research. The CEE countries 
found themselves in the situation where 
the challenges they have to tackle are pri-
marily the same as in the EU member 
states but on the top of it they must find 
quick answers to most urgent questions of 
the democratic reform process. Being a 
driving force for change, researchers and 
analysts happened to be a 'hostage' of the 
same reform process. The urgent has of-
ten prevailed over the conceptually impor-
tant in a longer term perspective. The re-
cent years have, however, featured a 
number of  positive examples of  a thorough 
conceptual approach in the elaboration of 
further steps, though still somewhat miss-
ing a scientific hand on it. 
0  The national reports have demonstrated 
the peculiar domination of the analytical 
works in the field of  labour market require-
ments over conceptual and theoretical re-
search into aspects of  process and outcomes 
of VET in recent years. This has been 
strongly determined by the rapid economic 
change. In spite of the general reproach 
expressed by all (!) CEE countries about 
the lack and insufficient development of 
labour market needs analysis, we may 
state that the problem was rather a lack 
of  a systematic approach, and effective and 
efficient methods in such analyses. Moreo-
ver, the VET research has been somewhat 
subordinated to the labour market analy-
sis, while the theoretical research in the 
field of process and outcomes of VET has 
been neglected. Slightly more evidence of 
research into processes and outcomes of 
VET were observed in Lithuania, Hungary, 
Poland, Czech Republic, Slovenia, Roma-
nia and Bulgaria. 
The subordination to the labour market 
requirement was not a negative develop-
ment per se but it threw out the baby with 
the bathwater. What is it that we are try-
ing to harmonise VET provision with the 
labour market requirements for? It is the 
life success of the individual, his employ-
ability, but also his ability to learn in the 
future and to be a successful and active citi-
zen. The role of the individual has been 
somewhat overlooked in the research, 
where the success of the individual was 
reduced to his success in employment in 
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the future. The concept of lifelong learn-
ing gives a broader perspective and needs 
to be better addressed in the research into 
different fields of VET.  Furthermore, the 
needs of individual learners must be also 
better addressed in the context of employ-
ment - in the framework of  CVT and HRD 
in enterprises. 
0  The VET research in CEE has mainly had 
an applied or developmental character. 
Theoretical scientific research has been al-
most totally abandoned in a majority of the 
CEE countries; Lithuania was virtually the 
only exception where theoretical scientific 
research into VET is well situated in the 
academic surrounding of the country. Such 
development in CEE on the one hand ap-
peared as a positive shift from highly theo-
retical academic research, isolated from 
reality, towards more practical and develop-
mental research. On the other hand this can 
turn into a  very dangerous development. 
The absence of  theoretical or basic research 
is not something that could be felt immedi-
ately but it may restrain development in the 
long run. Putting research closer to prac-
tice certainly does not mean abandoning 
theoretical research. The mechanisms 
should be found how to implement the sci-
entific findings into practice. 
0  To the contrary of  our previous statement, 
several countries reported insufficient de-
velopment of applied research (Slovakia, 
Estonia, Albania, Hungary, Romania). The 
reasons behind the statements are largely 
caused by the same reasons: a  lack of 
mechanism to follow up research projects 
and implement recommendations. There is 
a gap in between "what to do?" and "how 
to do it?" (Mustafai 1999). Specific types of 
projects, aimed at the dissemination or im-
plementation of  results of  the research, are 
not frequent and must be enhanced. 
0  The VET research in CEE proved to be 
highly fragmented, where each sub-sector 
of  the VET system or a particular field were 
researched separately. This was also re-
flected in the institutional arrangements 
that separate curriculum research, re-
search on standards from the labour mar-
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ket research, research on initial VET from 
research on CVT and HRD, etc. Each in-
stitution specialises in its domain, in which 
they would run both research and devel-
opment projects depending on the context 
and funding, but would rarely go beyond 
their scope of operation. 
A comprehensive conceptual approach in 
research started to be developed in recent 
years and manifested a  new qualitative 
change in the reform process. The national 
researchers adopted a more cautious ap-
proach in implementation of the foreign 
models and started to look at the research 
traditions in their own countries. From tak-
ing the value ofWestern models and meth-
ods for granted there has started a  shift 
towards a more thoughtful approach, reli-
ance on the national researchers and prac-
titioners, and attempts to look at the edu-
cation and training in a broader context of 
lifelong learning, human resources devel-
opment and global changes. The positive 
shift must be further supported and pro-
moted where multidisciplinary research 
and a corresponding inter-institutional col-
laboration must take a lead. 
0  In the transition turmoil the VET research 
has had very limited financial sources in 
CEE. This has contributed to fragmenta-
tion of  research, brain drain from research, 
subordination to the immediate and most 
urgent problems, attempts to find ready-
made solutions of complex problems, de-
pendence on the external sources and 
therefore subject to specific restrictive 
regulations of the foreign aid. Some coun-
tries evidenced insufficient development of 
the empirical research due to the financial 
constraints. Where national sources are 
very limited, efficiency of the research or-
ganisation is vital. The research function 
needs more transparency, coordination and 
flexible mechanisms of  grant support at the 
national level. Inter-institutional coopera-
tion, coordination of efforts and synergy 
between different institutional structures, 
diversification of funding sources and a 
greater participation of private and civil 
society sectors in the VET research can con-
tribute to the efficiency. Under the circumstances of the economic 
hardship and limited spending on research 
and development in CEE, the role of  inter-
national financial assistance is indispen-
sable. It has, however, concentrated rather 
in the area of development projects than 
in assisting research to undergo the tran-
sition period. It is the duty of  each particu-
lar CEE government as well as of the in-
ternational society to help research to 
overcome the scientific discourse caused by 
the decades of  the realm of  the communist 
ideology. The role of the research as a cen-
tral support point in the reform process, 
where research is both cause and effect of 
the transition, is essential for overcoming 
short-sightedness and old-fashioned mode 
of the CEE research. 
0  In spite of  fairly successful reaction to most 
urgent topics, the introduction of many 
new research fields in the research agenda, 
and successful coverage of the issues of 
concern of the reform process by the VET 
research in CEE, there have been certain 
'gaps' or topics which need further elabo-
ration. These topics are of  two types: coun-
try specific and general for the region. 
Confirming our original hypothesis, the 
vast majority of  priority fields are common 
for the CEE countries. All or most coun-
tries state the need in supporting and de-
veloping research in the following fields: 
labour market training and qualification 
needs analysis, competence-based qualifi-
cations, broad-based qualifications, inno-
vative teaching methods, teachers train-
ing and personnel development at schools, 
vocational and occupational standards, 
evaluation and quality assurance, financ-
ing ofVET, transition from school to work-
ing life, systematic trace studies of  gradu-
ates (including educational paths and 
career routes), modular training and its im-
pact, the role of VET in promoting social 
cohesion, CVT, and HRD in enterprises. It 
is necessary, however, to add that the ma-
jor drawback of CEE research is not in its 
gaps as such, but rather in the mode by 
which the fields are covered. It  lacks a com-
prehensive perspective where each particu-
lar issue or field is considered against the 
background of lifelong learning and the 
strategic perspective of  the systemic devel-
opment of national human capital. 
The country specific research priorities 
concentrate on particular problematic ar-
eas of  VET present in these countries. For 
instance, a  rather high rate of dropouts 
(over 10%) from education in Slovenia, 
Hungary, Latvia, Estonia, would suggest 
that the research into causes and effects 
of  early school leaving as well as the iden-
tification of mechanisms to promote inte-
gration of  the young into education or em-
ployment would be useful. 
Another important aspect of country spe-
cific needs lies in the area of initial stock-
taking information and data collection. At 
the beginning of  the transition process the 
information tools were often inadequate for 
helping to design the policies, monitor 
policy effects and identify areas for policy 
adjustment (Zecchini 1997). After a history 
of  governmental manipulation of  statistics, 
a new approach also needed to be elabo-
rated in the statistical services for the pur-
poses of obtaining an accurate and objec-
tive record of  relevant social and economic 
phenomena (Zecchini 1997). While in most 
CEE countries the initial phase of  reform-
ing national statistical services and the 
minimum requirement of  reliable stocktak-
ing data for the monitoring and adjustment 
of social and economic policies has been 
mainly fulfilled, in Albania it is clearly not 
the case. The statistical provision in the 
latter country hinders research and analy-
sis and the subsequent policy innovation. 
Thus, statistics on education and the la-
bour market should be urgently improved 
in Albania. Nevertheless, other countries 
also suffer from inappropriate data cover-
age, especially in the area of CVT, HRD in 
enterprises and financing of initial and 
continuing education and training by type 
of sources (including private sources and 
expenditures on education by enterprises). 
Involvement of the CEE countries in the 
process of elaboration of the common ter-
minology in the field of VET and support 
to a greater transparency in the VET vo-
cabulary is important for promotion of  com-
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parable cross country analyses and stipu-
lation of a  benchmarking perspective to 
each particular state. 
The CEE research in the field of VET must 
harmonise conceptually and methodologically 
with the foremost international research com-
munity by consolidating its great intellectual 
potential and by relying on its experience in 
playing a prominent role, which the CEE re-
searchers and other intellectuals have played 
in supporting democratic developments in 
their countries. 
6.2 Policy implications 
The challenges of double transformation, the 
increased blurring of  education and work, the 
challenge of  the knowledge-based society and 
a lifelong learning perspective impose espe-
cial role for research in the field of  VET. The 
research in CEE is in the process of change 
itself; at the same time it should become a 
core point of  initiation, analysis and elabora-
tion, and expert support in implementation 
of the major reform steps. This implies the 
importance to support the research provision 
and organisation in the CEE countries in the 
following dimensions: 
0  It is recommended to support research in 
the fields, where either country specific or 
cross country research gaps have been iden-
tified (see above). It is equally important to 
support research in the fields, which have 
enjoyed relatively high frequency, neverthe-
less, lack conceptual maturity, methodologi-
cal excellency and comprehensive under-
standing.  Stocktaking  information 
gathering is equally a priority, especially in 
the countries where the absence of data 
hamper efforts of analysts and present an 
obstacle in strategic conceptualisation. 
0  In order to facilitate research generation 
and effectiveness the following institu-
tional measures are recommended: 
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to support the establishment of  cross-
sectoral coordination and granting 
structures for research (e.g. research 
boards) in the CEE countries, where 
such bodies are not in place yet; 
to support building project manage-
ment capacities at research institutes 
and universities in CEE in order to 
promote their better participation in 
national and international research 
and development activities; 
to define and publicise national re-
search priorities and strategy on a 
regular basis; 
in commissioning grant schemes at a 
national level a balance must be found 
between research projects commis-
sioned on order from the top and open 
calls for proposals aimed at support-
ing the local research initiative and in-
ter-institutional collaboration; 
to enhance information provision and 
wide dissemination on the available 
research outputs in order to increase 
inter-institutional awareness and co-
operation; 
the governments shall seek after di-
versification of financial sources for 
VET research, promote incentives to 
increase participation of private bod-
ies, companies, voluntary sector in 
research into VET. 
0  International organisations (especially 
OECD, European Commission, World 
Bank, ETF and Cedefop) in many cases 
have been a  driving force  of information 
provision and research generation. It is 
recommended: 
to broaden the eligibility of interna-
tional research programmes and 
analysis to other countries in transi-
tion in order to contribute to a better 
co-operation of research networks 
across Europe, facilitating exchange of 
experiences and methods; 
in the international support pro-
grammes (e.g. Leonardo da Vinci, Vth 
Framework, projects commissioned by 
ETF) to ensure the suitability of the 
topics of selected projects to the na-
tional priorities and needs; this im-
plies greater and tighter cooperation -------------------------VET  research in CEE countries 
between international organisations 
on the one hand and the national gov-
ernments and research communities 
on the other; 
to support cross/trans-border research 
projects, international partnerships, 
international comparative analyses; 
to support the establishment and 
sustainability of research thematic 
networks across European countries, 
both EU and outside. 
0  In order to increase awareness of  research 
results, improve adequacy of research to 
practice and diversify research outputs, the 
following types of research should be en-
hanced and must be taken into account in 
evaluation of proposals: 
university-based or academic re-
search, linked to the world of  work and 
policy making; 
research initiated by a private and vol-
untary sector with the involvement of 
counterparts from the public and aca-
demic research community; 
interdisciplinary, multidisciplinary re-
search; 
applied research in a solid theoretical 
framework; 
comprehensive research which em-
braces the whole system analysis in a 
broad perspective of  lifelong learning; 
preparatory research, aimed at iden-
tification of research needs and sub-
sequent project generation; 
follow-up  projects, aimed at imple-
mentation of  previously done research 
analyses, tackling outcomes and rec-
ommendations of  research, dis  semina-
tion projects; 
prospective, future oriented research 
and elaboration of methods for  such 
research. 
Finally it could be stressed that 'cross-na-
tional studies and increasing transnational 
knowledge may add to a process of integrat-
ing Western and non-Western approaches' in 
science, the added value of such cooperation 
being the increased knowledge about other 
countries among both the researchers in-
volved in such studies and also those who 
have access to the results (Oyen 1999, p.190). 
Our analysis has been only a first attempt to 
map the research in the field of VET in CEE 
and we very much hope that further elabora-
tion with a focus on particular topics will bring 
about greater transparency in the VET re-
search fields and methods in the future. 
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Table 5: Internet hosts per 10 000 people (1997) 
I 
CEE countries  Selected EU/OECD countries 
Albania  0,32  Germany  106,68 
Bulgaria  6,65  France  49,56 
Czech Republic  47,66  Finland  653,61 
Estonia  45,35  Portugal  18,26 
Hungary  33,29  EU average 
Latvia  21,03 
Lithuania  7,46  United States  442,11 
Poland  11,22  Japan  75,80 
Romania  2,66 
Slovakia  20,47 
Slovenia  85,66 
Source: World Development Indicators 1998, the World Bank 1998 
297 | 
- 
>^ t-*
|  'J t;; fL.r +s e
AF !L
I  1.,,1 .= |F *, fil
|,
h
I
P
bD t{
u
)
I
t,
I
l
I
t
I
t
{J*
I
t
I
I
I
t
I
t
t
E o #
.iJ
h t. q!
s
t g
{t
p
U
3
J
-i
.E  A, XJ
v  rlt l!tr
ha  L. a5
,a€
laAaJ
O3)SI
saperS
\c Ln
a3v
:, .l ... !
r)
I
I
a
I
a
a
t r\
I
I
a
I
a
I
a
>-
i* :x -^- -i  L_j
€"L
i-*
Olga Strietska-Ilina
Aflnex 2: Diagrams of systems of education of eleven CEE countries
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308Annex 3 
List of  the international institution net-
works involved in VET research 
Network of National Observatories 
Albania 
National Observatory 
Institution of  Labour and Social Affairs 
Rr. Kavajes 
ALB- Tirane 
Tel. (355) 42-37966 
Fax (355) 42-37966 
e-mail: ksulka@natobs.gov  .al 
http://www.etf.eu.int/no.al 
Mr ZefShala 
Bulgaria 
National Observatory 
Ministry of  Education, Science and Technology 
Graf  Ignatiev 15, 4th floor 
BG- Sofia 
Tel. (359) 2-809203 
Fax (359) 2-9888686 
e-mail: 0511 @mbox.infotel.bgf 
http:/www.etf.eu.int/no.bg 
Ms Iskra Petrova 
Czech Republic 
National Observatory 
National Training Fund 
v  aclavske namesti 43 
CZ- Praha 
Tel. (  420-2) 24228732 
Fax (420-2) 24214475 
e-mail: oli@observatory.nvf.cz 
http://www.nvf.cz/observ/aobs.html 
Ms Olga Stryjecka Ilyina 
Estonia 
National Observatory 
Foundation for Vocational Education and Training 
Reform 
Sakala 23 
EE-Tallin 
Tel. (372) 6281257 
Fax (372) 6418200 
e-mail: tiina@hm.ee 
http://www.etf.eu.int/no.ee 
Ms Tiina Annus 
Hungary 
National Observatory 
National Institute of  Vocational Education 
Feher ut.  10 
H- Budapest 
Tel. (36 1) 2633240 
Fax (36-1) 2633240 
e-mail: observat@nive.hu 
http://www.nive.hu/observat/angol/brit.html 
Mr Tamas Kopeczi B6cz 
Latvia 
National Observatory 
Academic Information Centre 
Valnu iela 2 
LV- Riga 
Tel. (371) 7-225155 
Fax (371) 7-221006 
e-mail: andrejs@apa.lv 
http://aic.lv/Observatorijas/obsgalva.html 
Ms Baiba Ramina 
Lithuania 
National Observatory 
Methodical Centre for Vocational Training 
Gelezinio Vilko g.  12 
LT- Vilnius 
Tel. (3 70) 2-250185 
Fax (370) 2-250183 
e-mail: pmit@pmmc.elnet.lt 
http://www  .etf.eu. int/no.lt 
Ms Natalija Zimina 
Poland 
National Observatory 
BKKK - Cooperation Fund 
79 Koszykowa 
PL- Warszawa 
Tel. (48-22) 6253937 
Fax (  48-22)6252805 
e-mail: kingam@pirx.cofund.org.pl] 
http://www.cofund.org.pl/bkkk/eng/no/no-e.html 
Ms Danuta Mozdzenska-Mrozek 
Romania 
National Observatory 
Institute for Educational Sciences 
3  7 Stirbei voda street, Sector 1 
RO- Bucuresti 
Tel. (40-1) 6136491 
Fax (40-1) 3121447 
e-mail: obsro@ise.fo 
Mr Cesar Birzea 
Slovenia 
National Observatory 
Centre for Vocational Education and Training 
Kavciceva 66 
SLO- Ljubljana 
Tel. (386-61) 448119 
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Fax (386)-61)448356 
e-mail: observatorij@cpi.si 
http://www  .cpi. si/  obs/index.html 
Ms Suzana Gerzina 
Slovakia 
National Observatory 
State Institute for Vocational Education and Training 
Bellova 54/  A 
SQ- Bratislava 
Tel. (421-7) 376774 
Fax (421-7)376774/376777 
e-mail: vantuch@fedu.uniba.sk 
Mr Juraj Vantuch 
Eurydice 
Bulgaria 
International Relations Department 
Ministry of  Education and Science 
Eu rydice unit 
2A, Knjaz Dondukov Bid 
1000 Sofia 
Czech Republic 
Institute for Information on Education - UIV  /liE 
Eurydice Unit 
Senovazne nam. 26 
Praha 1  , 111 21 
contact.  person 
Stanislava Brozova 
Tel. (420-2) 2439 8353 
Fax (  420-2) 24398278 
E-mail: brozova@uiv.cz 
Estonia 
Estonian Ministry of  Education 
Eurydice Unit 
9/11 Tonismagi St. 
5192 Tallinn 
Hungary 
Education Eurydice Unit 
Szalay u.  1  0-14 
1054 Budapest 
Latvia 
Ministry of  Education and Science 
Department of  Education Strategy 
Eurydice Unit 
Valnu 2 
1050 Riga 
Lithuania 
Ministry of  Education and Science 
Eurydice Unit 
A. Volano 217 
2691 Vilnius 
Poland 
Foundation for the Development of  the Education 
System 
Socrates Agency 
Eurydice Unit 
AI. Szucha 25 
00-918 Warszawa 
Romania 
Socrates National Agency 
Eurydice Unit 
a  nd  1  1 Schitu M gureanu, 2  F oor 
70626 Bucharest 
Slovak Republic 
Slovak Academic Association for International Co-
operation 
Eurydice Unit 
Stare grunty 52 
842 44 Bratislava 
Slovenia 
Ministry of  Education and Sport 
Eurydice Unit 
Zupanciceva 6 
1000 Ljubljana 
Naric 
Bulgaria 
Ms R. Velinova 
Ministry of  Education and Science 
Equivalence and Information Section 
International Relations Department 
Kniaz Dondukov bid 2A 
BG- 1  000 Sofia 
Tel. (359-2) 848 635 
Fax (359-2) 988 06 00 
Fax (359-2) 988 49 74 
e-mail: R.Velinova@minedu.govrn.bg 
Czech Republic 
Ms S. Skuhrova 
Csvs- Naric 
U Luzickeho seminare 13 
CZ - 11  800 Praha 1 
Tel. (  420-2) 53 23  32 
Fax (  420-2) 551 945 
e-mail: skuhrova@csvs.cz or www.csvs.cz/naric 
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Estonia 
GunnarVaht 
Academic Recognition Information Centre 
Socrates National Agency 
Khotu 6 
EE - 0100 Tallin 
Tel. (372) 6962 415 
Fax (372) 6962 426 
e-mail: gunnar@enedu.ee 
http://www. euedu. eel  socrates/  english/naric/index.html 
Hungary 
Mr Gyula Nagy 
Hungarian Naric/Enic 
Szalay u.  1  0/14 
H - 1055 Budapest 
Tel. (36-1)269 31  71 
Fax(36-1)3321932 
e-mail: tibor  .nagy@mkm.xhoogw  .itb.hu 
Latvia 
Mr Andrejs Rauhvargers 
Academic Information Centre 
Valnu iela 2 
LV- 1098 Riga 
Tel. (371-7) 225 155 
Fax (371-7) 820 171  or 221  006 
e-mail: enic@izm.gov.lv 
Lithuania 
Ms Birute Mockiene 
Lithuanian Centre for Quality Assessment in Higher 
Education 
P.O. Box 619 
LIT- 2009 Vilnius 
Tel. (370-2) 23 22 86 
Fax (370-2) 23 22 86 
e-mail: birute@skvc.lt 
http:/  /neris.mii .lt/research/kokybes/prisista.htm 
Poland 
Ms Dorota Lewandowska 
Ministry of  National Education 
AI. Szucha 25 
PL- 00918 Warsaw 
Tel. (48-22) 648 04 61  ext. 530 or 682 
Fax (  48-22) 628 85 61 
e-mail: lewand@kaliope.me.waw.pl 
Romania 
Ms S. Badulescu 
Ministry of  Education 
Str. General Berthelot 30 
RO- 70738 Bucharest 
Tel. (40-1) 615 74 30 
Fax (40-1) 311  35 00 
e-mail: socrates@syfea.ro 
Slovenia 
Ms Anita Jesenko 
Ministry of  Education and Sport 
Zupanciceva 6 
SLO- 1000 Ljubljana 
Tel. (386-61) 1785 731 
Fax (386-61) 1785 390 
e-mail: anita.jesenko@mss.edus.si 
Slovakia 
Ms M. Hrabinska 
Centre for Equivalence of  Diplomas 
Institute of  Information and Prognoses of  Education 
Stare Grunty 52 
SK - 842 44 Bratislava 
Tel. (421-7) 65 42 65 21 
Fax (421-7) 65 42 65 21 
e-mail: hrabinska@uips.sk 
Leonardo da Vinci National Agencies 
Bulgaria 
Human Resource Development Centre 
Ncu the Leonardo da Vinci 
15, Grafignatiev street, 4th floor 
BG-1 000 Sofia 
Tel. (359-2) 980 85 50 (980 13  16) 
Fax (359-2) 980 78 90 
e-mail: ncu@mbox.infotel.bg 
Mr Tzako Pantaleev 
Czech Republic 
National Training Fund 
National Agency for the Leonardo da Vinci Pro-
gramme 
v  aclavske namesti 43 
CZ-110 00 Praha I 
Tel.(420-2)24215178or24231687 
Fax (420-2) 242 145 33 
e-mail: leonardo@nvf.cz 
Ms Miroslava Kopicova 
Mr Marcin Stryjecki 
Estonia 
Estonian National Agency for Leonardo da Vinci 
Foundation for Vocational Education and Training 
Reform 
Liivalaia 2 
EE-10118 Tallin 
Tel. (3 72-6) 103 622 
Fax (3 72-6) 103 624 
e-mail: ramia@sekr.ee 
Ms Ramia Allev 
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Hungary 
Leonardo da Vinci National Agency 
Ida U. 2. 
H-1143 Budapest 
Tel. (36-1) 343 00 12 
Fax (36-1) 343 01  64 
e-mail: leonardo@tpf.hu 
Mr Peter Tordai 
Latvia 
Vocational Education Development Programme 
Agency 
Valnu lela 2- Room 507 
LV-Riga 1050 
Tel. (371-7) 22 67 77 
Fax (371-7) 22 44 58 
e-mail: info@vedpagency  .lv 
e-mail: leonardo@izrn.gov.lv 
Ms Dita Traida 
Ms Ilze Jansone 
Lithuania 
EU Leonardo da Vinci Programme Co-ordination Sup-
port Foundation 
Gelezinio Vilko Street 12 
LT-2600 Vilnius 
Tel. (370-2) 25  01  88/89 
Fax (370-2) 25 01  91 
e-mail: leonardo@leonardo.lt 
Ms Birute Deveikiene 
Poland 
National Agency- Leonardo da Vinci 
Koszykowa 79 
PL-02-008 Warsaw 
Tel. (48-2) 26 25 39 37 
Fax (  48-2) 26 25 28 05 
e-mail: gosiar@cofund.org. pl 
Ms Malgorzata Rejnik 
Romania 
National Center for the Co-ordination Unit Leonardo 
da Vinci II 
Universitatea politehnica 
Rectorat 518 
Splaiul independentei 313 
RO - 77206 Bucuresti 
Tel. 40-1) 410 37 57 
Fax(40-1)4103213 
e-mail: ionescu@leonardo.ro 
Mr Sorin Ionescu 
Slovakia 
Slovac Academic Association for International Co-
operation 
Leonardo da Vinci National Agency 
Stare grunty 52 
SK-842 44 Bratislava 
Tel. (421-7) 654 28 911 
Fax (421-7) 654 24 483 
Fax (421-7) 654 12 261 
e-mail: leonardo@saaic.sk 
Ms Irena F  onodova 
Slovenia 
EU Programmes Agency 
Kavciceva 66, 
1000 Ljubljana 
Slovenia 
Tel. (386-61) 186 42 36 
Fax (386-61) 186 42 31 
e-mail: leonardo@cpi.si 
Ms Alenka Flander 
Unevoc 
Albania 
Institute of  Pedagogical Researches 
Unevoc Centre 
Department ofVocational and Technical Education 
Rr. Nairn Frasheri nr. 37 
Tirana 
Prof. Dr. Pajtirn Bejtja 
Tel. (355) 42 23860 
Fax (355) 4223860 
Bulgaria 
National Institute for Education 
Unevoc Centre 
Centre for Vocational Education and Guidance 
Blv. Tzarigradsko shausse 125 
block 5 
BG-1113 Sofia 
Dr. Maria Makedonska 
Tel. (359-2) 710126 
Fax (359-2) 702062 
e-mail: jordanka  _ a@yahoo.com 
Czech Republic 
Research Institute of  Technical and Vocational 
Education 
Unevoc Centre 
Pod stanici 1144/2 
CZ-1 02 00 Praha 1  0 - Hostivaf 
Dr. Frantisek Bartak 
Tel. (420-2) 7860750 
Fax (420-2) 7863380 
e-mail: bartak@vuos.cz 
Hungary 
Railway Transportation, Technical Secondary School 
Unevoc Centre 
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Rimaszombati ut 2-4 
H-1118 Budapest 
Mr Dr. Sandor Barta! Ph  .. D.Tech. 
Tel. (36-1) 4665638; 4665355; 3102948 
Fax (36-1) 3102947 
e-mail: ma@mavszig.isk.huninet.hu 
Latvia 
Academic Information Centre 
Unevoc Centre 
National Observatory 
Valnu lela 2 
SV -1050 Riga 
Ms Baiba Ramina 
Tel. (371) 7212317 
Fax (371) 7221006 
e-mail: baibar@apa.lv 
Lithuania 
Methodical Centre for Vocational Education and 
Training 
Unevoc Centre 
Nationhal Observatory in Lithuania 
Gelezinio vilko g.  12 
L  T - 2600 Vilnius 
Ms Natalija Zimina 
Tel. (370-2) 250185 
Fax (370-2) 250183 
e-mail: pmit@pmmc.elnet.lt 
Poland 
Pedagogical University 
Unevoc Centre 
Zaklad pedagogiki pracy i andragogiki 
ul. Chodkiewicza3 0 
85-064 Bydgoszcz 
Dr. Elzbieta Podoska-Filipowicz 
Tel. (48-52) 3400741 
Fax (48-52) 3400741 
e-mail: elpofi@wsp.bydgoszcz.pl 
Romania 
Institute ofEducational Sciences 
Unevoc Centre 
Vocational Training 
str. Stirbei voda, no. 3 7 
R0-70732 Bucuresti 
Mr Dumitru Bazac, Ph.D. 
Tel. (40-1) 3136491 
Fax (40-1) 3121447 
Slovakia 
State Vocational Education Institute of  the Ministry of 
Education of  the Slovak Republic 
Unevoc Centre 
Department for International Collaboration 
Bellova ul. 54/a 
SK-831  01  Bratislava 
Ms Ing Darina J.  Sykorova 
Tel. (421-7) 54776777, 54776778 
Fax (421-7) 54776774 
e-mail: siov@netax.sk 
Slovenia 
Educational Research Institute 
Unevoc Centre 
Gerbiceva62 
SL-61111 Ljubljana 
Mr Dr. Darko Strajn 
Tel. (386-61) 331625,331210 
Fax (386-61) 331637,1201266 
e-mail: darko.strajn@guest.arnes.si 
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List of national institutions and associa-
tions involved in VET analysis and policy 
Albania 
Institute of  Pedagogical Studies 
Vocational Education Department 
Rr. "N. Frasheri" Nr.37 
Tirana 
Tel./Fax (355) 42 56441 
Institute of  Labour and Social Affairs 
Ministria e punes 
Rr. Kavajes 
Tirana 
Tel./Fax (355) 42 47672 
Centre for Information, Vocational Education and 
Training 
Pallati Bogdaneve 
Rr. Kavajes 
Tirana 
Tel./Fax (355) 42 27615 
Albanian Education Development Program 
Soros Foundation 
Rr. "Themistokli Germenji" Nr.3/1 
Tirana 
Tel. (355) 42 27731 
Fax (355) 42 30506 
Vocational Education Development Project 
German Organization for Technical Co-operation 
Pallati Bogdaneve 
Rr. Kavajes 
Tirana 
Tel./Fax (355) 42 27615 
Bulgaria 
National Institute for Education 
Centre for Vocational Education and Guidance 
125 Tzarigradsko shausse, bl. 5 
1113 Sofia 
Tel. (3 59-2) 73  571 
Confederation of  Independent Trade Unions in Bul-
garia 
1, Macedonia Sq 
1040 Sofia 
Tel. (359-2) 8661 
Confederation of  Labour 
"Podkrepa"2 
Angel Kanchev St. 
1000 Sofia 
Tel. (359-2) 8561 
Institute of  Economics of  the Bulgarian Academy of 
Science 
3, Aksakov St. 
1000 Sofia 
Tel. (359-2) 8 41  21 
Fax (359-2) 88 21  08 
Bulgarian Industrial Association 
16-20 Alabin St. 
1000 Sofia 
Tel. (359-2) 987 29 60, 980 99 16 
Fax (359-2) 987 26 04 
http:/  /www.bia-bg.com 
e-mail: office@bia-bg.com 
Bulgarian Union ofPrivate Entrepreneurs 
"V  azrazhdane'' 
123 Tzar Samuil St. 
Sofia 1000 
Tel. (359-2) 31  41  45 
Fax (359-2) 31  41  32 
Union for Private Economic Enterprise 
Address: 7 Benkovski St. 
Sofia 1000 
Tel. 
Fax (359-2) 980 30 62, 980 66 83 
e-mail: upee@exco.net 
Bulgarian Chamber of Commerce and Industry 
42 Parchevich St. 
Sofia 1000 
Tel. (359-2) 987 26 31135 
Fax (359-2) 987 32 09 
http:/  /www.bcci.bg 
e-mail: bcci@bcci.bg 
Czech Republic 
Research Institute of  Technical and Vocational Educa-
tion 
Pod stanici 2/1144 
102 00 Praha 10 
Tel. (  420-2) 786 22 51 
Fax (  420-2) 786 52 49 
e-mail: janys@vuos.cz 
http://www. vuos.cz 
Institute for Information on Education 
Senovazne nam. 26 
Ill  21  Praha 1 
Tel. (  420-2) 243 98 Ill 
Fax (420-2) 26 71  37 
http://www.uiv.cz 
314 --------------------------------------------------------------------___________________________  VET research in CEE countries 
Research Institute of  Labour and Social Affairs 
Palackeho mim. 4 
120 00 Praha 2 
Tel. (  420-2) 29 56 89 
e-mail: martin.macha@ecn.cz 
Institute of Sociology of  the Academy of Sciences of 
theCR 
Jilska 1 
110 00 Praha 1 
Tel. (420-2) 24220993- 7, 
Fax (  420-2) 24220278 
e-mail: socmail@soc.cas.cz 
Association of  Personnel Managers 
Partyzanska 7 
170 05 Praha 7 
Tel. (  420-2) 66 75 35 71 
Fax (420-2) 6675 3574 
klub@personnclub.cz 
http://www.personnclub.cz 
Czech Statistical Office 
Sokolovska 182 
180 00 Praha 8 
Tel. (  420-2) 66 04  11  11 
Fax (  420-2) 66 31  12 43 
http://www  .czso.cz 
Came  tin 
Czech Association of  Manager Education and Training 
Institution Network 
Oldfichova 36 
120 00 Praha 2 
Tel. (  420-2) 69 27 368 
Fax (  420-2) 69 27 385 
Cam  bas 
Czech Association of  MBA Schools 
Masaryk Institute of  Higher Studies of  CTU Prague 
Horska 3 
128 00 Praha 2 
Tel. (420-2) 24 91  53  19 
Fax (420-2) 24 91  48 34 
e-mail: hajkova@fsih.cvut.cz 
Association of  Management Trainers and Consultants 
Gorkeho 13 
602 00 Bmo 
Tel. (  420-5) 41  21  90 05 
Fax (420-5) 41  21  03  86 
Association of  Institutions of  Adult Education 
Karmelitska 7 
120 00 Praha 2 
Tel. (  420-2) 57 19 34 87 
Fax (420-2) 57 19 37 90 
palan@msmt.cz 
Institut of  Pedagogic and Psychological Guidance of 
CR 
Vojackova 431 
196 00 Praha 9 
Tel. (420-2) 90 00 38 3 
Fax (  420-2) 83 93  34 53 
ippp@ms.anet.cz 
Economic Chamber of  the Czech Republic 
Argentinska 3  8 
170 04 Praha 7 
Tel. (  420-2) 24096 Ill 
Fax (420-2) 24096 222 
info@hkcr.cz 
Estonia 
Estonian Ministry of  Education 
Vocational Education Department 
Sakala 23 
10141 Tallinn 
Tel. (372) 6281 220 
Fax (3 72) 6311 505 
e-mail: kristiina@hm.ee 
www.eelhm 
Estonian Ministry of  Education 
National Exam and Qualification Centre 
Sakala 21 
10141 Tallinn 
Tel. (372) 6461 677 
Fax (372) 6461 676 
e-mail: ekk@ekk.edu.ee 
www.ekk.edu.ee 
Estonian Ministry Social Affairs 
National Labour Market Board 
Luha 16 
1  0 129Tallinn 
Tel. (372) 6462 046 
Fax (372) 6311 214 
e-mail: Maarika.Press@luha.tta.ee 
www.tta.ee 
Association of  Estonian Adult Educators 
Lasnamae 52 
11413 Tallinn 
Tel. (372) 6380 390 
Fax (372) 6380 180 
e-mail: andras@andras.ee 
www.andras.ee 
Estonian Chamber of  Commerce and Industry 
Toom-Kooli 17 
10130 Tallinn 
Tel. (372) 6460 244 
Fax (372) 2443 656 
e-mail: tiia@koda.ee 
www.koda.ee 
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Estonian Confederation of  Employers and Industry 
Kiriku 6 
10130 Tallinn 
Tel. (372) 6201 922 
Fax(372) 6201 935 
e-mail: ettk@ettk.ee 
www.ettk.ee 
Centre for Educational Research 
Tallinn Technical University 
Sakala 21 
1  0 141 Tall  inn 
Tel. (372) 6467 148 
Fax (372) 6467 148 
e-mail: heljo@ekk.edu.ee 
Vocational Education Center of  Tallinn Pedagogical 
University 
Raadiku 8 
13812 Tallinn 
Tel. (372) 6345 796 
Fax.: (372) 6345959 
e-mail: viiver@tpu.ee 
www.tpu.ee 
Hungary 
National Enstitute ofEducation. 
Dorottya u. 8 
1051 Budapest 
National Enstitute of  Vocational Education 
Berzsenyi u. 6 
1087 Budapest 
Hungarian Academy of Science 
Centre of  Regional Researches 
Papnovelde u. 22. 
7621 Pees 
Tel. (36-72) 212-755 
Fax (36-72) 210-390 
Kando Kalman Technical College 
Tavaszmezo u.  15-17 
1084 Budapest 
Technical University of  Budapest 
Pedagogical Department 
Miiegyetem rkp. 3. 
1111 Budapest 
Jannus Pannonius University of  Sciences 
Institute for Adult Education and HRD 
Szanto Kovacs Janos u.  1/b 
7633- Pees 
Tel. (36-72) 251-444 
Fax (36-72) 251-100 
Semmelweis Medical University 
Institute for Behavioural Sciences 
Dlloi ut 78/a 
1085 Budapest 
Agricultural Vocational Training Institute 
Parku.2 
1223 Budapest 
Tel. (36-1) 226-8309 
Fax(36-1) -226-8225 
Hungarian Foundation for Enterprise Promotion 
Bajza u. 31 
1063 Budapest 
Public Foundation for Open and Distance Learning 
Paulay Ede u. 45 
1  061  Budapest 
Tel. (36-1) 343-5938, 343-5939 
Research Institute for World Economy 
Kallo esperes u.  15 
1122 Bp 
Tel. 319-9383 
Fax 319-9385 
SEED Foundation 
Romer Floris u. 22-24 
1  024 Budapest 
TeL/Fax 212-2179, 316-4987 
Latvia 
Latvian Academy of Science 
Institute of  Economics 
Akademij as laukums 1 
LV 1050 Riga 
Latvian University 
Institute of  Philosophy and Sociology 
Akademijas laukums 1 
LV 1050 Riga 
Ministry of  Education and Science 
Vocational Education Development Department 
Valnu2 
LV 1050 Riga 
Central Statistical Bureau of  Latvia 
Lacplesa street 1 
Riga 
Lithuania 
Centre for Vocational Education and Research in 
Kaunas 
Vytautas Magnus University 
Donelaicio str. 28 
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Kaunas 3000 
Tel. (370-7) 323 584 
e-mail: www@vdu.lt 
Institute of  Labour and Social Research 
Rinktines str. 48 
LT-2005 Vilnius 
Tel. (370-2) 75 28 08 
Methodical Centre for Vocational Education and 
Training 
Gelezinio Vilko str.12 
L  T  -2600, Vilnius 
Tel. (370-2) 250 185 
Fax (370-2) 250 183 
e-mail: pmmc@taide.lt 
Lithuania Labour Market Training Authority 
A.Vivulskio 5 
LT-2009-Vilnius 
Department of  Statistics to the Government of  the 
Republic of  Lithuania 
Gedimino pr.29, 
L  T-2746 Vilnius 
Tel. (3 70-2) 619 556 
Fax (370-2) 223 545 
www.std.lt 
National Resource Centre 
Gelezinio Vilko 12, 
LT-2600, Vilnius 
Tel. (370-2) 6146 45 
Fax (3 70-2) 25 01  87 
e-mail pic@aiva.lt 
www.phare.lt 
Centre oflnformatics and Forecasting 
Suvalku 1 
L  T  -2600, Vilnius 
Tel. (370-2) 650 361 
Fax (370-2) 651  684 
Labour Market Training Authority 
A.Vivulskio 5, 
LT-2009, Vilnius 
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Slovene Adult Education Centre 
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Institute of  Social Sciences 
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Board of  Education 
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Tel. (386-61) 186 42 00 
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Institute for Macroeconomic Analyses and 
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SI-1000 Ljubljana 
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Kotnikova 5 
SI-1000 Ljubljana 
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Stefanova 1 
SI-1000 Ljubljana 
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Educational Research Institute 
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SI-1000 Ljubljana 
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Fax (386-61) 216 932,216856 
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Abstract 
The paper gives an overview on VET research in a number ofnon-EU  countries. It seeks to identify and to 
structure research undertaken at national, regional and international levels. However, to present a com-
prehensive and all-embracing study is almost impossible because of  the difficult demarcations of  VET 
research with corresponding research activities, the multi- and interdisciplinary orientation in various 
countries and the heterogeneity of  the institutions, associations and researchers involved. In a first step, 
based on secondary analyses, the most important institutions, networks and research outcomes in the 
countries, regions and international organisations covered by this paper are described in different depth. 
Primary analyses have been carried out for the People's Republic of  China, Canada, South America and 
for the lEA. For the other countries and institutions, work focused on stocktaking of  relevant VET re-
search provisions (research results, databases, thematic and other networks, information on classifica-
tion systems, etc.). 
The overview shows that, in general, there is an increasing trend to focus VET research on the interrela-
tionships between economic development, labour market needs and vocational training. Purely school-
based vocational training is in decline (e.g.  in South America) and one increasingly includes research on 
labour market needs. Besides this, another general research field is pragmatic or policy-oriented research 
concerning the evaluation or development of  existing or planned system reforms. Main fields are curricu-
lum research, didactics, methodologies and media in training. 
Universally, the support of  thematic networks and the provision of  information (databases, research re-
sults, etc.) is of increasing importance. Cooperation and taking on board experiences and suggestions 
from other countries rank high in the promotion and development of  national systems of  vocational train-
ing. Equally, international organisations (in particular ILO, OECD, Unevoc) are important providers of 
information, documentation and cooperation. 
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Executive summary 
This report attempts to identify and structure 
the focuses for VET Research in a geographi-
cal/political area several times the size of the 
EU at national (e.g. USA, Japan, China, Rus-
sia, Switzerland, Brazil, Argentina, Canada, 
Uruguay, Australia, Turkey, etc.), regional 
(e.g.  MERCOSUR) and international level 
(scientific societies: International Association 
for the Evaluation of Educational Achieve-
ment (lEA), international organisations: ILO, 
OECD, UNESCO, World Bank). It is an exer-
cise reminiscent of trying to square a circle, 
on account of: 
0  the virtual impossibility of  delimitation of 
corresponding research activities; 
0  the multi- and inter-disciplinary set-up; 
0  the fact that research is conducted by in-
stitutions permanently supported by the 
state or public bodies, by international or-
ganisations and societies and by independ-
ent researchers. 
Thus in an initial drive to establish some lines 
of  demarcation an attempt was made to iden-
tify important institutions, networks andre-
search results. For the countries, regions and 
international organisations listed above, this 
was done at various levels. For the People's 
Republic of China and Canada, as well as for 
South America and the lEA, primary analy-
ses were conducted. For the remaining coun-
tries and institutions, the inventory of use-
able resources for VET Research (research 
results, data bases, thematic and other net-
works, information on classification systems, 
etc.) was the main source. 
Was it possible to identify any global priori-
ties? Generally speaking, research appears to 
be  concentrating more  heavily  on  the 
interdependencies between economic develop-
ment, the needs of the labour market and 
vocational education. Purely academic voca-
tional education came in for criticism (cf. ex-
ample of South America), and hopes are be-
ing placed in the results of research oriented 
towards the needs of the labour market. Be-
sides this priority, which is based more on a 
change of paradigm, the focus of national or 
regional activities is obviously 'pragmatic', 
policy-oriented research related to the assess-
ment or development of  available or planned 
national system structures. Curriculum re-
search as well as teaching, methodology and 
media were all priorities. Thematic networks 
are commonly promoted and a wide range of 
information (databases, research results, etc.) 
provided. Co-operation and the possibility of 
drawing on other people's experience are very 
valuable resources when it comes to promot-
ing and developing ones own national voca-
tional education system. Even the interna-
tional organisations (particularly the ILO, 
OECD and UNEVOC) depend on information, 
documentation and co-operation. 
Since the EC  area is tied in with the 
globalisation of this worldwide development, 
and comparative VET research has always 
provided for global dialogue alongside na-
tional or regional systems development, there 
is also a need for the EU to act. The experi-
ences of  comparative systems outside the EU 
should be tapped in order to prompt the fur-
ther development of the highly diverse na-
tional VET systems which exist within Mem-
ber States. Moreover, classification systems 
(ILO,  OECD) and achievement assessment 
concepts (OECD) indirectly exercise a stand-
ardising effect on national VET systems. The 
involvement of  supra-national bodies such as 
the EU- despite the fact that the individual 
EU Member States also belong to the ILO and 
the OECD-is therefore of  the essence. Given 
the importance of global dialogue and the 
worldwide exchange of experience on VET-
research, the EU should more actively em-
brace activities in this field. 
Possible flanking measures could include: 
0  Studying the national research activities 
of the 'other countries' and the results of 
meetings of international scientific socie-
ties as well as what is provided by the in-
ternational organisations, using policy  -ori-
ented state of the art analyses of more 
broad-ranging reports; 
0  Promoting dialogue between vocational 
education researchers in EU countries and 
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the countries, regional bodies, interna-
tional scientific societies and international 
organisations covered by this report, 
through exchange programmes; 
0  Promoting the setting-up and running of 
thematic networks and information sys-
tems; 
0  Promoting dialogue and transfer between 
politics, EU institutions and the scientific 
community through meetings on specific 
topics. 
1. Introduction and returns, by 
Uwe Lauterbach 
1.1 Areas of  investigation and problems 
with delimitation 
In the 1st Report on Vocational Training Re-
search in Europe (Tessaring 1998), the sec-
tion on the Theory and Methodology of Inter-
national Comparisons explained how VET 
research is tied in with many different disci-
plines. Only a generally accepted definition 
of  vocational training research/  VET research 
can clarify the scale and depth of this field of 
research. 
It deals with the aspects of  the education and 
vocational training system, which are either 
directly or indirectly related to professions, 
to gaining qualifications, and to (professional) 
activities. It also studies the conditions, path-
ways and consequences of acquiring these 
specialised and extra-functional qualifications 
within the context of the cultural, social, po-
litical, historical and economic framework 
conditions, e.g. personal and social attitudes 
and leanings, which would appear to be im-
portant for training and further training and 
for performing (professionally) organised 
work processes. Vocational training systems 
(formal, non-formal, informal) should thereby 
be regarded as part of the overall education 
system. 
The size of the research field is also demon-
strated in the 1st report and the two volumes 
of the Background report 1998 (Cedefop 
1998). The role of this contribution cannot 
326 
therefore be to carry out a broad-ranging as-
sessment of all the results of VET research 
worldwide-with the exception of  the EU and 
the Central, Eastern and Southern European 
Countries (cf. the contribution of 0. Ilina, in 
this volume).  The point is more to focus on 
and tackle the following questions: 
1.  Is there a particular focus known as VET 
research in the national research land-
scape, and if so, where does it lie? 
2.  Which scientific institutes and university 
departments carry out VET research? 
3.  Are there any (scientific, application-ori-
ented, etc) associations/societies/networks, 
which are primarily involved in VET re-
search (including statistics)? 
4.  What are the most important results of 
research, and what do they concentrate on: 
systems research (e.g. steering, quality re-
search, evaluation of attempts at reform, 
financing), labour market research (e.g. 
qualifications research, unemployment 
and labour management measures), cur-
riculum research (key qualifications)? 
5.  What are the most important publications 
(monographs, statistics)? 
Simply dealing with these questions alone 
would entail a research programme spanning 
several person-years. This bold-looking state-
ment can be easily confirmed using a couple 
of examples. In the USA there is no one sin-
gle national society for vocational training 
research. Interesting research projects are 
carried out by sociologists, educationalists, 
economists, and psychologists, to name but a 
few. In order to get the overall picture, virtu-
ally the whole of  the research landscape would 
have to be scanned. Thought would have to 
be given to which projects actually focus on 
vocational education, and which lie more 
within general education, particularly bear-
ing in mind that vocational education can dif-
fer very widely according to the cultural con-
text. One example of this would be how in 
English, French and Spanish speaking coun-
tries vocational education distinguishes be-
tween actual vocational and technical educa-_____________  VET research in other European and non-European countries 
tion, and the problems of  translating from one 
language to another. 
The term 'Technisch-berufliche Bildung' is 
rendered in English by drawing a distinction 
between technical education and vocational 
education. 'Technical education' refers to ar-
eas of training which have traditionally been 
more theory-based, such as laboratory tech-
nicians, technicians, accountants and man-
agers, in other words not only to the techni-
cal  education  which  would  relate  to 
engineering in a German speaker's mind. 'Vo-
cational education' is separate from techni-
cal education, with the former relating to 
more manual, 'simple' activities. To a certain 
extent UNESCO also uses these definitions, 
for example. 
Within the European Union a further distinc-
tion is drawn between vocational education 
(school-based) and vocational training (com-
pany-based), abbreviated as VET. There is no 
term to put across the idea conveyed by the 
German berufliche Bildung which covers the 
concept of vocational 'learning'. This term, 
which is based on a theory ofvocationallearn-
ing, covers both basic and further vocational 
learning in all areas. It also embodies the idea 
that general and vocational training should 
be of equal value. (Beck 1995, p.457  -464) 
This example alone exemplifies the multi-fac-
eted nature of the dilemma. The reason for 
this lies in the fact that the subject of voca-
tional education is not clearly defined. In 
many areas there is no point in distinguish-
ing between VET research and educational 
research. When priorities are established, the 
delimitations must be thoroughly justified. 
This integral approach has been achieved in 
Switzerland. The Swiss Co-ordinating Cen-
tre for Educational Research includes voca-
tional education as a heading in its index, and 
around 5% of projects are identified as VET 
research. Had other selection criteria been 
applied, however, the figure could well have 
been 20 or 30%. But the multi-faceted delimi-
tation dilemma relates not only to the discus-
sion as to whether VET research is a compo-
nent of educational research, or whether 
research into vocational education also has 
much in common with other areas of  research 
such as educational economics, and cultural 
research. The example of comparative cul-
tural research shows quite clearly which other 
fields of  research could usefully be looked into 
in relation to questions of comparative VET 
research (see also D'Iribarne 1999). 
But it is not only these difficulties which have 
to be weighed up. The difficulty posed by the 
different levels to which vocational education 
has developed in the countries under investi-
gation also comes into play. Whilst in the USA, 
Japan, Canada, Russia and Switzerland vo-
cational education in the broadest sense of  the 
term has long been the subject of research, 
the same cannot be said of  Australia, Turkey, 
or the Latin American countries. Here voca-
tional education is an important factor in the 
development of the national economy. The 
same is also true in the People's Republic of 
China, although, on account of the political 
framework conditions, it has proved virtually 
impossible to date to collect and analyse in-
formation on VET research. 
In the case of international organisations 
there are at least two types: 
a) Those which represent national state roles 
and bodies, and define political aims as an 
organisation,  such  as  UNESCO 
(UNEVOC), the World Bank Group, the 
OECD, and the ILO. 
b) The global scientific societies which also 
deal with questions of  VET research, such 
as the Comparative Education Society in 
Europe, the World Councils of Compara-
tive Education, or the International Asso-
ciation for the Evaluation of Educational 
Achievement (lEA). 
The aim of  these analyses of  the national and 
international fields should be to pick out 
worldwide trends and the results of research 
on commonly recurring priority areas, and at 
the same time to analyse the shortcomings. 
There are several aspects to such an analysis 
of shortcomings: 
1.  When we made an offer in response to the 
call for tender we presumed ('we' being the 
working party on international vocational 
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education from the German Institute for 
International Educational Research) that 
our main method of investigation would 
consist of secondary analyses. Once work 
had begun, however, we quickly realised 
that although this assumption was correct 
in the case of  individual institutions, analy-
ses of countries and regions, as well as of 
international organisations would all have 
to be carried out using primary sources. 
2.  As mentioned in the introduction, VET re-
search must first and foremost be defined 
within the context of the country in ques-
tion. The essential role here is played by 
linguistic and cultural framework condi-
tions. The link between national VET re-
search, the respective concept of  vocational 
education and the latter's degree of devel-
opment has to be brought out in relation 
to each subject of study. 
3.  The definition has to be established in re-
lation to the individual countries. The re-
spective essential characteristics of  the vo-
cational education system play a leading 
role therein. In some countries - such as 
the USA - federal/national, regional and 
local activities run alongside the research 
interests of'independent' researchers from 
a multitude of  disciplines. The term 'struc-
tured chaos' is doubtless somewhat exag-
gerated, but it is a situation which is none-
theless confirmed by researchers with the 
appropriate experience. Which is why an 
answer has always to be given to the ques-
tion as to whether there is any 'national 
VET research', or whether 'external' re-
search interests transform it from fiction 
into fact? 
4.  Although providing the results of  research 
leads to the effect just described in coun-
tries which have a democratic research tra-
dition and a corresponding infrastructure 
for means of  communication - such as the 
USA- the same does not hold for coun-
tries which on the one hand cannot pro-
vide the necessary technical facilities, and 
on the other cannot tap into either the ex-
perience or the mindset which can be de-
scribed as the 'democratic Western re-
search tradition'- e.g. China. 
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5.  Snapshots of the state of research are use-
ful, but mean very little in the absence of 
a  'development-related' dimension which 
can help to place current results within the 
correct context and perspective. 
6.  In the past, international scientific socie-
ties played an important role in the devel-
opment of comparative educational re-
search, thus providing an impetus for the 
development of VET research and com-
parative VET research. International com-
parisons of achievement and the interna-
tional classification system date back to 
initiatives taken as of the late fifties by 
independent researchers within the scien-
tific societies. For well-known reasons, e.g. 
multi-and inter-disciplinarity, the fact that 
it was based in different disciplines, the 
problem of  delimiting research fields, com-
parative VET research has not thus far 
been able to establish itself as a scientific 
discipline. Even representatives of com-
parative education and independent scien-
tific societies lagged behind when com-
pared with international organisations. It 
is now the international organisations 
which -largely  for economic reasons -hold 
pole position, particularly those which play 
a leading role both in politics but even more 
specifically in economic policy matters. 
These comments alone, which crystallised out 
in the course of  work on the main hypotheses 
in this research study, and which could eas-
ily be added to by a  series of other aspects, 
indicate the difficulties involved in tackling 
the questions worked out with CEDEFOP. As 
a  consequence of these working results the 
scope of the subjects to be studied and the 
general depth of the study were amended: 
0  Efforts at primary analysis were limited 
to a handful of  countries alone, with prag-
matic and fundamentally system-related 
aspects complementing each other in the 
selection process. Developing and thresh-
old countries (South America: Argentina, 
Brazil, Chile, Uruguay, Paraguay) and in-
dustrialised countries (Australia, Canada, 
Russia) were studied in more detail. Other 
industrialised nations such as the USA and 
Switzerland on the other hand could only _____________  VET research in other European and non-European countries 
be touched upon. Due to the limited time 
and working capacities available, African 
countries could not be included in this con-
tribution.  1 
0  In an initial round the international or-
ganisations were sounded out to see 
whether VET research was relevant to 
their work. The results were complemented 
by a description of the emphasis each or-
ganisation placed on VET research. It was 
not possible within the framework of this 
project to assess and weigh up the results. 
0  In the post-war period the independent sci-
entific societies played a leading role as a 
driving force in the development of com-
parative educational research. A series of 
results would seem to indicate, however, 
that their position has since become much 
weaker. In order to check out this assess-
ment, reference was made to the interna-
tional organisations which dominate today, 
such as the OECD. 
0  The VET research theme draws no distinc-
tion between VET research and compara-
tive VET research. We only indirectly made 
this distinction in our study. In the coun-
try analyses it is VET research which pre-
dominates. However, comparative VET 
research is of more importance for the in-
dependent international scientific societies 
and the international organisations. 
1.2 Results of the investigation 
The results of  the investigation relate to ques-
tions (1) to (6) and to the analysis of short-
comings (1) to (6). The amendments explained 
above and the limitation of the questions 
which arose as general matters in the course 
of  the study led to attention being focused on· 
the four areas described below. 
1  Information on these and other countries not 
dealt with in this contribution are found in diverse 
publications and statistics of  international organi-
sations and associations (see below). 
1.2.1 Links between national VET 
research, the respective vocational 
education concept and the level of 
development of  vocational education 
The focus of  interest in VET research is voca-
tional education. Vocational education became 
a point of general interest in the industrial 
society. The link between encouraging the 
working population to gain qualifications and 
economic development is self-evident. That 
apart, politics looked and continues to look 
out for vocational education because its fur-
ther development or specific measures taken 
in the area of vocational education can help 
to break down or at least ease tensions on the 
labour market.  By way of an example, 
CINTERFOR was founded because the South 
American states involved promised thereby 
to assist in 'generally raising the level of vo-
cational training, in order to improve the liv-
ing conditions of  workers, and the qualitative 
and quantitative running of firms' (see Sec-
tion 2. 7 of this contribution). 
VET research is thus very closely related to 
the present and to what happens in practice, 
and therefore tied in with the broader con-
texts of vocational education and everyday 
politics - particularly educational and eco-
nomic policy. Reference should not be made 
here to the 'classical' example of Germany -
this correlation is also clear in the countries 
and regions studied. That is why in Australia 
a National Centre for Vocational Education 
Research, the NCVER, was set up in 1980. 
The Montevideo based Centro I nteramericano 
de Investigaci6n y  Documentaci6n sabre 
Formaci6n Profesional, or CINTERFOR, 
which is responsible for South America 
(founded 1960) the METARGEM in Ankara, 
Turkey, or the National Centre for Research 
in Vocational Education in Berkley/USA also 
came into being within this context. The most 
recent example is the Central Institute for 
Vocational Education in the Chinese Educa-
tion Ministry, which was set up in 1990. 
This correlation between the activities of vo-
cational education policy, the development of 
vocational education and the founding of  cen-
tral national or regional research institutes 
also extends to research subjects. 
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Main research subjects in relation to national or regional research institutes in selected countries 
I 
Theme  Aultnllia  PR-China  Japan 
Systems 
development  XX 
Labour market 
research  X  X 
Curriculum 
research  XX  XX 
Teaching, 
methodology, 
media  XX  XX 
Management, 
organisational 
development  X  X 
Statistics  XX 
Networks  XX  X 
Databases  X  X  X 
Information  XX  X  X 
These are shaped by the respective political 
framework conditions and system develop-
ment. In Japan and the USA 'national voca-
tional education policy' enjoys relatively lit-
tle room for  manoeuvre. It acts within the 
parameters stipulated by the system. In the 
case of Japan what this means is that even 
the research bodies in the Education and La-
bour Ministries must carry out their duties 
within the framework of the existing voca-
tional education system. In the USA the 
NCRVE has to concentrate on assessing the 
federal programmes and on providing advice, 
in line with the system. Even in  Australia the 
thrust of the system is dictated by politics. 
Within the framework of  these handicaps the 
NCVER and other research institutes carry 
out specific tasks of research and documen-
tation, which assist in shaping the system. 
On the other hand, research activities in the 
People's Republic of China, as in Canada, 
Russia and Latin  America, have taken on sys-
tems development as one of their subjects. 
This is also influenced by prevailing condi-
tions, such as the switch from developing to 
industrialised country, reforms in vocational 
education, country in the process of transfor-
mation, a relatively unstable and minimally 
developed system of  vocational education, etc. 
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Canada  Russia'  Lati-n-·- :-~A:-'' 
Amtrlt»:-
XX  XX  XX 
X  X 
X  X  XX  XX 
XX  X  X  XX 
X  X  X 
XX  X  XX  XX 
X  X 
XX  XX 
Independent of how the system is composed, 
research commonly focused in all of  the coun-
tries under consideration on curriculum re-
search, teaching, methodology, and media. 
Apart from actual research work, documen-
tation, networking and information are also 
important tasks. 
1.2.2 International organisations and 
vocational education or the education 
concept versus the economic concept? 
Previous analysis could give the impression 
that VET research is shaped nationally, and 
that it is therefore the political framework 
conditions, which also determine the reality 
of  the vocational education 'system', which are 
responsible for the focus  of research activi-
ties. In relation to the current situation this 
view is certainly correct. In relation to future 
developments, however, it might be ques-
tioned on a number of fronts. 
The developments which remain to be veri-
fied for vocational education can briefly be 
sketched out using the example of compara-
tive education. Here co-operation began be-
tween the scientific communities of large in-
dustrialised nations, and later on academic 
or scientific societies and international organi-_____________  VET research in other European and non-European countries 
sations were founded.  Important research 
priorities included, for example, the compari-
sons of achievement (lEA) and the develop-
ment of the International Standard Classifi-
cation of Education (ISCED). 
These independent researchers have since 
lost their dominant influence. International 
organisations now predominate, and within 
this circle those organisations having a sound 
financial basis can take over many of  the roles 
(see above) which 30 years ago still numbered 
amongst the original developments of  the sci-
entific community. 
The OECD has since been working hard to 
develop the ISCED classifications further. 
Even the comparisons of achievement which 
were originally carried out by the lEA have 
now been take over by the OECD, and educa-
tional statistics in Member States and other 
interesting countries are collated by the 
OECD at a differentiated level. This informa-
tion is then used in the OECD's popular pub-
lication Education at a Glance.  The special-
ised public enjoys referring to this handy 
indicator system. The problems attaching to 
the classification of areas and levels of na-
tional education and vocational education 
systems in international comparisons are not 
unknown. We are referring here to the differ-
ent assessments made of classification and 
participation rates for vocational education 
in industrialised nations. Different national 
set-ups and system philosophies for vocational 
education are mentioned as essential reasons 
for this. Indicator systems - as for example 
in today's OECD format - should therefore 
be used only with the necessary critical dis-
tance. A broad knowledge of the system is 
required for interpretation. Here it should be 
noted that major progress has been made in 
indicator-related work towards placing data 
within the context of  the respective education 
and vocational training system. This can be 
seen, for example, by comparing the 1992 and 
1998 editions on vocational education. The 
most highly criticised approaches (OECD 
1992 and 1998) from the past have now been 
dropped. A differentiated system of  indicators 
with a series of  comments attached has taken 
over from the rather cut and dried classifica-
tion. Differing interpretations of the various 
classifications also crop up, but on a  basis 
which presupposes more in-depth knowledge 
of  the respective national systems. In continu-
ation of this argument, the only question 
which remains to be asked is, actual experts 
apart, who else is still in a  position to cor-
rectly digest these commendable publica-
tions? 
A shift of emphasis seems to be taking place 
within the international organisations which 
is also affecting VET research. Until the sev-
enties it was UNESCO - supported by the 
scientific community-which set the pace, but 
the ILO, the World Bank group, and the 
OECD have since taken over the running. 
Apart from the OECD's activities (see above) 
the ILO is also running a  series of highly 
promising research projects, e.g. Evaluation 
of  Training and Training Policy Analysis. For 
its part, through the UNEVOC, UNESCO is 
also beefing up its activities in support ofVET 
research. 
This range of research activities would seem 
to allay the fears (von Recum 1997) which are 
constantly being expressed in research that, 
as a  result of the economic globalisation of 
trade, production, services and information 
flows, those who support the theory that be-
cause of this globalisation the world should 
be seen as a company, and that things politi-
cal will gradually be swallowed up by the func-
tionality of  things economic, will see their in-
fluence on VET research grow. 
1.2.3 Are there any world-wide priorities 
in VET research? 
Identifying world-wide priorities in VET re-
search requires a knowledge of  current activi-
ties. In this report we looked at various dif-
ferent levels in order to answer this question: 
0  nation states; 
0  supra-national and international organi-
sations; 
0  international scientific societies. 
For the reasons mentioned in section 1.1, we 
limited ourselves to certain countries and, 
wherever possible, to the central research 
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bodies. International organisations were also 
one of our points of focus. It is almost impos-
sible to say anything in respect of interna-
tional scientific societies because VET re-
search as a  cross-sectional science exists to 
date in only a handful of  countries as a scien-
tific and academic discipline, and the results 
of academic VET research have next to no 
influence on international discussions. For the 
nation states and international organisations, 
on the other hand, different priorities and 
results can be identified in terms of  the tasks 
to be carried out. 
As has already been stated, national VET re-
search, particularly in the central institutes, 
is directly tied in with systems development 
and national vocational education policy.  It 
was not possible within the framework of  this 
first study to work on the priorities estab-
lished for the individual countries- curricu-
lum research as well as teaching, methodol-
ogy and media - and pick out recurring 
themes such as module based training, or self-
guided learning. In general terms, however, 
research seems to be targeting more heavily 
the interdependencies between economic de-
velopment, the needs of the labour market, 
and vocational education. Purely school-based 
vocational education came in for criticism (cf. 
South American example). Alongside the pri-
orities which are geared to a change of para-
digm 'pragmatic' research related to the as-
sessment  or  development  of  existing 
structures clearly represents the main focus 
of activities. 
These research priorities are constantly re-
lated to the national level and international 
organisations, with the addition of informa-
tion, documentation and networks. It is a fo-
cus which occurs particularly in the interna-
tional organisations. Statistics, classification 
systems and databases then provide more 
specific references. 
1.2.4 The outcome of  VET research 
(transfer function) 
The transfer of  national research results into 
political everyday reality would appear to 
have been catered for already simply by the 
setting up of  national research institutes and/ 
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or the networks created as a  consequence. 
Whether or not vocational education policy 
actually uses the results of VET research, 
which tends to be publicly financed, is some-
thing which cannot be answered in the frame-
work of this study. It would seem, however, 
that this dialogue does exist in Australia, the 
People's Republic of China, Canada, the 
MERCOSUR area, Russia and the USA. 
The question has to be couched in wider terms 
when applied to international development 
and the international organisations. Brian 
Holmes (1974, p.115-132) summed up the 
situation in respect of the interest in and im-
portant practical research aims of compara-
tive education (a-d), which are directly trans-
ferable to comparative VET research. These 
four priority areas represent the summary of 
many years' experience in the area of trans-
fer between policy and research, in particu-
lar through practice-related research and 
policy recommendations.  · 
a)  Using the aims, experience,  and experi-
ments of  other states; 
It is impossible to say here whether or not 
national policy applies the meliorist princi-
ple and draws on 'positive' examples from 
other countries in order to shape national 
vocational education policy. In the case of  the 
People's Republic of China, which is involved 
in the framework of  co-operation on vocational 
training with several industrialised nations, 
the answer is yes. Similar examples of co-op-
eration are also to be seen in the MERCOSUR 
area. 
b)  Overcoming the vestiges of  ethnocentrism 
in education questions; 
There was little evidence in our study of the 
attitude according to which ones own national 
education system is the 'best', and offering it 
as a  'prime export'. Ever-increasing knowl-
edge about 'other' systems, worldwide co-op-
eration, the international organisations' in-
formation  systems  and  international 
networks are helping to break down ethno-
centric stances. On the other hand, interna-
tional comparisons of achievement (formerly 
lEA, now OECD) could play a role in reviving _____________  VET research in other European and non-European countries 
focus (b),  since there is a  tendency towards 
(a) or (b)  when the results of international 
comparisons of achievement (TIMSS, PISA) 
are used, depending on the results in ques-
tion. 
c)  Similar problems in different countries; 
Unemployment, including unemployment 
among young people, school-to-work transi-
tion, and the answers provided by vocational 
education consistently crop up as research 
subjects in the different countries. The link 
between technological development, globali-
sation and staff qualification is almost as 
common. It is not only through the interna-
tional organisations and the classification 
systems which they have developed that 
equivalence in mutual recognition of diplo-
mas is coming ever more to the fore, but also 
through  common  markets  (e.g. 
MERCOSUR). The international organisa-
tions bring together some of these themes 
(databases, thematic networks etc.) and 
thereby also parcel them up ready for policy-
makers and educational management. On 
the other hand, research activities also 
emerge from the work programmes of na-
tional institutes and international organisa-
tions. Politics obviously has the upper hand 
in determining the topics examined. 
d) Contribution to the theoretical understand-
ing of training and education and their 
planned development; 
At national level it is pragmatic research 
rather than theoretical developments and 
contributions towards future development 
which tend to dominate. International organi-
sations go someway towards counter-balanc-
ing this state of affairs, since classification 
and indicator systems as well as assessment 
exercises require a theoretical basis. The ILO 
and OECD provide plenty of background in-
formation (ILO e.g.: Training Policy Reforms, 
Training Policies and Systems, Evaluation of 
Training; OECD e.g.:  ISCED). Indications 
concerning possible developments are also 
raised for  discussion within the context of 
work on education indicators (Education at a 
Glance). Policy-makers are more interested 
in the latter. 
This section dealt with various aspects in-
volved in the transfer between politics and 
VET research (thematic focuses of research) 
and the transfer of results to policies, in full 
knowledge of the fact that this is an on-go-
ing, reciprocal process if  channels of commu-
nication are open. It was only possible to pro-
vide a provisional answer in the framework 
of  this study, by looking at whether networks, 
advisory bodies etc. which can provide organi-
sational support for transfer, exist within the 
national research institutes and international 
organisations. 
1.3 Outlook as an analysis of  short-
comings and as a proposal for further 
research 
This study presents the initial results of  VET 
research in other European and non- Euro-
pean countries. The aim was to identify na-
tional and international institutions and so-
cieties and research themes. In making this 
choice we were taking on a task which was 
difficult in many respects: 
a) Delimitation of  research 
VET research has to be defined differently and 
distinguished from other research areas such 
as educational economics or general research 
in education, depending on the cultural and 
systemic context. These problems of delimi-
tation also arise when further distinctions 
such as research into teaching and learning, 
assessment research or curriculum research 
are made. There is also the question of the 
multi disciplinary and interdisciplinary na-
ture ofVET-focused research. 
b) Researchers and institutions 
Just as it is virtually impossible to define VET 
research, it is also difficult to identify re-
searchers and institutions. A distinction also 
has to be drawn between research which is 
publicly supported and defined, and independ-
ent research. 
c)  The geographical and political area 
The third level relates to the link with geog-
raphy and policy.  Besides fields of research 
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defined by national borders there are also 
regional bodies and worldwide organisations. 
Given this three-way challenge in identifying 
VET research, the first step was to: 
a) Identify the central research bodies at na-
tionallevel. 
b)  Identify the important regional and world 
institutions which also carry out VET re-
search. 
c)  Carry out primary analyses for selected in-
stitutions as well as geographical and po-
litical areas (South America, Canada, 
China). 
d) Draw on results for other important coun-
tries (USA, Russia, Australia, Switzerland, 
Turkey, Japan) produced by other research 
projects carried out by the DIPF and co-
operating institutes. 
e)  Tap into and document the activities of  in-
ternational institutions (ILO, OECD, 
UNESCO, World Bank group) using 
Internet research and experts in the DIPF. 
f)  Have the development of  the lEA described 
by 'independent' international scientific as-
sociations. 
What then had to be done in the second and 
subsequent stages was: 
a) To continue the primary analyses for more 
countries (USA, Russia, Japan, Switzer-
land, Turkey, Australia, Taiwan, Republic 
of  Korea, Malaysia, Mexico) with reference 
to the central research institutes; 
b) To carry out a more detailed study of  inde-
pendent research in selected countries 
(USA, Australia, Switzerland, Japan); 
c)  To  look at whether or not exchange pro-
grammes for researchers exist; 
d)  To take a closer look at the international 
scientific associations (e.g. World Council) 
and independent research establishments; 
e)  To document in detail the activities of the 
international organisations (ILO, OECD, 
etc.) -in  depth in respect of  certain selected 
themes (e.g. classification systems)- and 
to carry out primary analyses; 
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f)  To study existing networks, documentation 
centres, databases etc. in terms of  their in-
put to VET research and to create links 
with  CEDEFOP's  'training  village' 
(  www. traininguillage.gr). 
g)  To document the research results in terms 
of  where the emphases lie, and to bring out 
their relation to vocational training policy 
(transfer). 
2. Countries 
The addresses of  the institutions can be found 
in the Annex. 
2.1 Australia, by Uwe Lauterbach and 
Ute Lanzendorf* 
2.1.1 Introduction to the education and 
vocational training system 
Australia is a federal state in which powers 
are shared between the central or Common-
wealth government and the eight States and 
Territories. Under the 1901 constitution, the 
responsibility for education falls largely to the 
State and Territory governments but with sig-
nificant funding and policy guidance from the 
Commonwealth. 
The federal Department of Education, Train-
ing and Youth Affairs ensures national con-
sistency in policy terms and funds national 
programs in the education system. Since the 
1960s, universities have been completely 
funded by the Commonwealth and are part 
of a unified national system for higher edu-
cation. However, schools and vocational edu-
cation and training (VET) are controlled by 
the States and Territories. The VET system 
in each state is based on the publicly funded 
Technical and Further Education (TAFE) col-
leges and, increasingly, a  range of private 
training providers. About 80 % of vocational 
education and training is delivered through 
the public system. At the national level the 
funding and development of VET is co-
*We acknowledge the verification and substan-
tial revision of the original text by A.  Smith 
(NCVER). _____________  VET research in other European and non-European countries 
ordinated by a joint federal-state body, the 
Australian National Training Authority 
(ANTA). 
Since the early 1990s the Australian VET 
system has undergone a  significant process 
of reform driven by Australian governments' 
desire to create a more unified national sys-
tem for vocational education. This process has 
involved the implementation of competency-
based training for VET programs, the crea-
tion of a national system of vocational quali-
fications (the Australian Qualifications 
Framework), measures to open up the train-
ing market to private providers and the in-
troduction ofNew  Apprenticeships to provide 
structured entry-level training in industries 
that have traditionally not operated within 
the apprenticeship system. During this pe-
riod, the VET system has expanded consider-
ably with enrolments in VET climbing from 1 
million in 1992 to over 1.6 million (12  % of 
the Australian population) in 1999. 
2.1.2 Research in Vocational Education 
and Training 
The reforms to the VET system have been ac-
companied by a significant expansion of re-
search in vocational education and training 
in Australia. Prior to this period, the volume 
of research in the training and development 
field was low and projects fragmented. Few 
statistics were collected and there was no 
basis on which to judge the relative perform-
ance of  the Australian public training system 
and Australian organisations in their provi-
sion of training. This situation has changed 
sharply with both Commonwealth and State 
governments increasing their expenditure on 
VET research dramatically. 
Although the State Training  Authorities com-
mission research to underpin their policy de-
velopment in vocational education, the main 
source of research funding is the Common-
wealth government. Much of  this expenditure 
is managed by the Australian National Train-
ing Authority. ANTA funds the collection of  a 
wide variety of statistics on VET and funds a 
large number of research projects and re-
search centres. Much of  this work is managed 
by the principal Australian training research 
body, theN  ational Centre for Vocational Edu-
cation Research (NCVER) based in Adelaide. 
The NCVER was established in 1981. Funded 
by governments but operating as an independ-
ent company, NCVER collects and publishes 
a  wide variety of statistical information on 
the Australian VET system.** NCVER also 
conducts research projects in vocational edu-
cation and funds a large national program of 
VET research carried out by other research 
organisations in the country. In order to guide 
the national research program, NCVER has 
produced a National VET Research Strategy 
in conjunction with the users of  VET research 
(primarily federal and state training authori-
ties) and the training research community. 
The first research strategy was published in 
1997 and covers the period 1997-2000. The 
first strategy identified six broad areas for 
training research. These include: 
1.  economic and social implications ofVET; 
2.  employment and the workforce; 
3.  pathways from school to work; 
4.  outcomes of the VET sector; 
5.  the quality of the provision ofVET. 
ANTA also funds four national Key Research 
Centres in  VET directly. These centres are the 
Research Centre in  Vocational Education and 
Training at the University of Technology in 
Sydney (focused on vocational learning), the 
Centre for the Economics of Education and 
Training jointly sponsored by Monash Uni-
versity and the Australian Council for Edu-
cation Research (focused on the economics of 
VET), the Centre for Research a,nd Learning 
in Regional Australia at the University of 
Tasmania (focused on rural/regional VET is-
sues) and the Centre for Post-compulsory edu-
cation and training at Melbourne University 
and the Royal Melbourne Institute of Tech-
nology (focused on the economic and cultural 
** More information: www.ncver.edu.au. NCVER 
has also established an international database 
VOCED to find the latest technical and VET re-
search information: www.ncver.edu.au/voced.htm. 
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benefits of  VET). These centres represent an 
attempt to build up a critical mass of  research-
ers in the key areas of VET policy making. 
Apart from the three national Key Research 
Centres, there are also a number of smaller 
training research centres and groups that 
have emerged in recent years in response to 
the increase in training research funding 
since 1990. These centres include the Group 
for Research in Employment and Training at 
Charles Sturt University, the Centre for Re-
search in Equity, Education and Work at the 
University of  South Australia and the Centre 
for Learning and Work Research at Griffith 
U ni  versi  ty. 
2.1.3 Future issues affecting the VET sec-
tor. 
The explosion in training research in Aus-
tralia since 1990 is closely linked to the train-
ing reforms that have taken place during that 
period. State and federal governments in  Aus-
tralia are as keen to pursue the goal of  lower-
ing unacceptably high levels of unemploy-
ment, particularly youth unemployment, as 
governments in all the developed nations. 
Training is viewed by both sides of  politics as 
an acceptable supply side solution to these 
problems in the absence of a  consensus on 
more  direct means  of stimulating the 
economy. Research provides a tool for evalu-
ating the impact of policy and devising fur-
ther reforms to the system. 
2.2 People's Republic of China, by Josef 
Riitzel and Stefan Ziehm 
2.2.1 Introduction to the Chinese 
education and vocational education 
system 
Since the early eighties the political leader-
ship in the People's Republic of China has 
carried out comprehensive reforms. The tran-
sition from a centrally managed economy to 
a  'socialist market economy' has brought 
about change in virtually all the socially rel-
evant areas. More attention is being paid to 
the (vocational) education system in particu-
lar. The 1986 Compulsory Schooling Act pro-
vided for nine years of  compulsory schooling 
in the People's Republic of China. The Act 
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aims to ensure nationwide, uniform, free 
school education and raise the general level 
of education. Educational development 
hinges on the compulsory 6+3+3 school sys-
tem (primary, secondary I and II), although 
there are obvious regional differences be-
tween the eastern provinces and those in the 
north and west. There are major problems 
in implementing this compulsory schooling 
in the poorer provinces because of the lack 
of resources. 
The vocational education system is also fac-
ing completely new challenges. Although 
there is no general compulsion to undergo 
vocational education, the government is 
clearly striving to upgrade it. During the Cul-
tural Revolution (1966-76), general educa-
tion was expounded as being the best voca-
tional qualification, many vocational schools 
were shut down, and thus there was virtu-
ally no systematic provision of vocational 
education. A whole generation was therefore 
deprived of  adequate formal vocational quali-
fications. The only qualifying provision of a 
practical nature was a  form of apprentice-
ship. In the informal sector in particular the 
handing down  of know  ledge  acquired 
through experience continues to play an im-
portant role even today. Small workshops 
and traders employ 'apprentices' who are 
instructed by experienced workers rather 
than undergoing any structured form of 
training. 
Since the early eighties high priority has been 
given to extending and improving the quality 
of vocational education. The reforms and re-
structuring affect the vocational education 
system as a whole, including types of train-
ing preparing for a specific profession, those 
providing vocational qualifications, higher 
vocational education and further vocational 
education. The institutions within the voca-
tional education system, the curricula, teach-
ing and learning methods, responsibilities, 
funding, and the legal bases are all undergo-
ing a  shake-up. It should be noted that the 
efforts to reform the vocational education sys-
tem have obviously led to improvements, al-
though there are still marked differences in 
the provinces. Socially speaking, an academic 
education is still the 'one best way'. Only when _____________  VET research in other European and non-European countries 
this is not possible because of restrictive se-
lection procedures in the schools of further 
education and universities is a  vocational 
training sought. 
Basic vocational education takes place at sec-
ondary I  level in the vocational secondary 
schools (lower grade). At secondary II level 
vocational education is provided by the tech-
nical secondary schools, schools for skilled 
workers and vocational secondary schools (up-
per grade). 
0  The technical secondary schools are full-
time and accept secondary schoolleavers. 
Training lasts between three and four 
years. In terms of content it is theoretical 
rather than practical subjects which domi-
nate, so that when they come out of this 
type of school students temporarily find it 
hard to find a  suitable job on the labour 
market because their training was so far 
removed from practice. 
0  The schools for skilled workers train me-
dium-skilled workers, although they vary 
widely at regional, sectoral and branch 
level because of differences in resources, 
non-standardised qualification of  trainers, 
and the absence of standards. Training 
lasts three years and is split up into theo-
retical and practical modules. In most cases 
the skilled workers' schools are funded by 
businesses and enterprises. 
0  The vocational secondary schools (upper 
grade) were only reconstructed during the 
period of  reform (from 1981). They tend to 
be full-time. Admission depends on pass-
ing an entrance exam and having com-
pleted upper school education as a  mini-
mum. In general training lasts 3 years, 
although there are also shorter courses 
lasting 1-2 years. Vocational practice is not 
a requirement. 
Besides these possibilities for gaining a quali-
fication, a basic qualification was introduced 
in the form of minimum training. Short 
courses are intended to provide a minimum 
level ofbasic vocational education for all work-
ers, including those who are already in active 
working life. 
2.2.2 VET research 
In the People's Republic of  China-as in other 
countries - VET research goes hand in hand 
with economic, industrial and social develop-
ment. Chinese vocational education experts 
date the start of VET research as identical 
with the creation of the industrial schools in 
the late 19th /early 20th Century. The upturn 
in industry sparked a need for qualified work-
ers who had acquired some sort of organised 
vocational qualification. This need for voca-
tional education led to a  need for VET re-
search. In 1916 Yanpei Huang founded the 
first research institute for vocational educa-
tion within Jiangsu Province's education com-
mittee. In May 1917, along with another 40 
well-known scientists, he founded the Chinese 
Association for Vocational Education. Its aim 
was to develop the personality through voca-
tional education, to prepare for employment, 
increase productivity through vocational edu-
cation and to popularise vocational education. 
This association was the first ever non-state 
vocational education research organisation 
and is still influential today. Its activities led 
to general and technical training being sepa-
rated at secondary school upper grade, and 
to the introduction of systematic forms of 
school-based vocational education. More im-
portantly, however, the association estab-
lished the theoretical basis, key ideas and 
principles for vocational education and car-
ried out research into subject classification, 
teaching programmes, text books, practical 
teaching and teacher training. From 1949 to 
the start of the Cultural Revolution in 1966, 
VET research supported in particular the 
development of the technical secondary 
schools and the skilled workers schools. 
The reform of  vocational education which was 
carried out in the late 70s sparked a major 
increase in the demand for VET research. 
From Xianxin Tang's report - which provides 
the essence of the overview of the VET re-
search situation- it can be seen that VET 
research is intended to work out the scien-
tific bases for macro-steering and needs plan-
ning, concept development, reform strategies 
and measures. Post 1978, special research 
institutes for vocational education were set 
up to meet the need for research. Previously, 
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research into vocational education policy, the 
vocational education system, as well as the 
teaching and provision of vocational educa-
tion, lay in the hands of the competent com-
missions, ministries and departments, voca-
tional schools and teachers. Nowadays there 
are independent research institutes at state 
level, in the provinces, towns and autonomous 
areas as well as in the technical colleges, col-
leges and universities. Vocational education 
is becoming a discipline in its own right within 
the field of educational science. The 6th five-
year plan only mentioned one vocational edu-
cation project, but by the 7th the figure had 
already risen to 11. The figure continued to 
rise, reaching 42 by the 9th five-year plan. Half 
of these projects are based in the education 
ministry. 
Some of  the most important research institu-
tions at state level are the Ministry of  Educa-
tion's Central Institute for Vocational Train-
ing (CIVT), the Occupational Skill and 
Testing Authority (OSTA), which comes un-
der the Ministry for Labour, various voca-
tional education societies and associations, as 
well as research bodies in branch ministries 
and commissions. The CIVT,  which was set 
up in 1990, is a  national research institute 
whose research centres on services with a 
view to the reform and further development 
of vocational education. The focus lies with 
applied research in vocational education 
policy, financing, job classification, teaching/ 
learning research, media development and 
teacher training. The CIVT is also responsi-
ble for documentation, information and trans-
fer of  knowledge. Like the regional institutes 
(RIVTs) in Liaoning and Shanghai which will 
be mentioned later, the CIVT is also a project 
in development co-operation with the People's 
Republic of  China. Nothing more will be said 
about this here. The most important research 
work of the OSTA, which is also application 
oriented, is the development of  occupational, 
qualification and testing standards and quali-
fication of  the specialised personnel required. 
Some of the national societies and associa-
tions for vocational training are: 
0  The Chinese Association for  Vocational 
Education, founded in 1917, which has al-
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ready been mentioned, and to which many 
professional and part-time researchers be-
long. Apart from promoting vocational edu-
cation and VET research it also carries out 
research projects for the state. 
0  The Society for Vocational Education which 
was founded in 1990. This is a  national, 
public organisation for scientific research, 
run by the Ministry of Education. Along-
side its advisory role and the job of diffus-
ing information, the main responsibility of 
the society is to carry out scientific research 
into vocational education, which is done by 
10 specialist commissions with only 73 
members. The nature of the commissions 
-e.g. commissions for technical secondary 
schools, for vocational education in cities, 
for  nationality training, for scientific re-
search-gives some indication of what re-
search actually means, the thrust of re-
search questions and indirectly also the 
working methods. Apart from the Commis-
sion for Scientific Research all the commis-
sions are formed with clear-cut tasks re-
lated to individual elements or types of 
school in the vocational education system, 
regional or sectoral aspects or specific tar-
get groups. This in turn makes the research 
questions very specific, and they tend pri-
marily also to aim at achieving political 
objectives. 
0  The Chinese Association of  Regional Insti-
tutes at Provincial Level. All the provincial 
regional institutes belong to it. It was 
founded in 1997 and primarily coordinates, 
orchestrates and defines supra-regional 
and regional VET research involving the 
CIVT. The fields of research and issues 
examined cover the whole spectrum of vo-
cational education, according to the role of 
the respective regional institutes. 
0  The Association of  Research Institutions for 
Vocational Education which came into be-
ing in 1982 has brought together research-
ers and vocational trainers from the large 
and medium-sized cities. Its main task lies 
in the theory and practice of providing vo-
cational education and its methods. Its 
work concentrates on solving specific prob-
lems of teaching the individual subjects, _____________  VET research in other European and non-European countries 
e.g. electronics, machine engineering, com-
puting, beauty and hairdressing. 
At present most of  the branch ministries and 
commissions still have their own vocational 
education research bodies. Following there-
organisation of the ministries and commis-
sions and the principle of 'one task, one re-
sponsibility', it is likely that their structure 
will also change. Examples of these research 
bodies are the National Association for  Re-
search into Agricultural Vocational Educa-
tion, the Research Association for Technical 
Secondary School Training in Transport, the 
Research Department for Technical Second-
ary School Training in Metal-working, or the 
Research Centre for Vocational Education in 
the Ministry for the Energy Industry. These 
bodies are supported and run by the branch 
ministries. They differ in terms of their type 
of organisation and tend to deal with highly 
specific question areas. Some of them are at-
tached to technical secondary schools or spe-
cialised schools as research departments. 
They are largely responsible for supporting 
reforms and solving problems in practice. 
At provincial level, vocational education re-
search institutes have progressively been set 
up since 1985. There are at present 23  re-
gional institutes at provincial level which 
employ around 400 researchers. The major-
ity of  these research bodies come directly un-
der the education commissions of the prov-
inces or cities. They are responsible for 
carrying out applied research, and providing 
advice and services to support regionally 
adapted reform. This includes research into 
vocational education development strategies, 
organisation of the vocational education sys-
tem, financing, legislation, curricular devel-
opment, teaching/learning processes, organi-
sational development and teacher training. 
Apart from the regional institutes for voca-
tional education, institutes or departments for 
vocational education have also been set up 
within the provincial institutes for  educa-
tional science. These institutes focus mainly 
on scientific research. Then there is also a 
third type of newly established vocational 
education (research) institute at provincial 
level within the colleges and universities. 
These deal essentially with teacher training, 
research into teaching/learning processes and 
studying the princi  pies of  vocational training. 
At first sight this overview of the research 
bodies and their roles reveals a broadly insti-
tutionalised and established vocational edu-
cation landscape which varies in terms of its 
content. It should be noted, however, that 
there are only a relatively limited number of 
people working in the institutions. Although 
noticeable progress has been made in devel-
opment and expansion, even Chinese experts 
feel that staff  resources are far from sufficient 
when compared with the quantitative and 
qualitative requirements of vocational edu-
cation. On the other hand, however, great 
store is laid by VET researchers' qualifica-
tions, since many of them hold high level di-
plomas. It is similarly felt that the theoreti-
cal principles and research methods are not 
broad or deep enough yet either. A distinc-
tion is drawn between basic and applied re-
search. However, as yet there are no system-
atically established theories of vocational 
education. Theoretical education tends to take 
a rather philosophical stance, and only gradu-
ally is a social science oriented type of VET 
research starting to emerge. There has been 
a considerable increase in the number of  pub-
lications on basic research which cover a 
broad spectrum of subjects, and they tend to 
resemble standard reference works. Theoreti-
cal reflections and theory-shaping aspects are 
rare. Moreover, the links between research 
into principles and the shaping of  theory and 
applied research is a somewhat hit-and-miss 
affair. 
Applied research is the most highly valued. 
Virtually all the institutions mentioned carry 
out applied research only.  Even within the 
academies and university institutes applied 
research takes place alongside basic research. 
In his report Tang mentions four priority ar-
eas in applied VET research: 
0  Vocational education and social and eco-
nomic development. This includes research 
into the strategic importance of  vocational 
education in the development of  China, the 
regions, macro planning, systems develop-
ment, standardisation and the funding 
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structure, as well as legislation governing 
vocational education and the financing of 
vocational education. 
0  Curriculum development and teaching 
processes. Research work is conducted con-
cerning pupils' moral education, educa-
tional aims and models, course develop-
ment, tailoring of subject areas, teaching 
content, teaching methods and the assess-
ment or evaluation of the quality of learn-
ing and the learning process. Model tests 
are also included in this research work, e.g. 
on the introduction of the dual system, 
competency based education and the ILO's 
MES system. According to Chinese experts, 
the initial impetus for theoretical educa-
tion stemmed from this research work. 
0  Educational management and organisa-
tional development. These studies look at 
management systems, organisational 
structure and development, the distribu-
tion of competences and evaluation. Such 
studies mainly present successful models 
and reports from experience. They pro-
vided important impetus for practical re-
forms although their theoretical basis is 
deemed inadequate. 
0  Development of information and support 
systems. A great deal of  attention has been 
paid to the systematic development and ex-
pansion of information networks on voca-
tional education through the Internet and 
networked communication structures, 
databases, e.g. on subject-related research 
work, legal bases, text books etc. Research 
in such areas tends to be the exception, 
however. 
It is not only in the area of  educational man-
agement, organisational development and 
the development of  information and commu-
nication systems that there appears to be a 
lack of a  theoretical basis for applied re-
search. This is also true in other areas. On 
the one hand, the issues examined appear 
to be too restrictive and to relate the direct 
implementation of policy matters, whilst on 
the other hand the transfer from the theo-
retical to the applied level has still not been 
ensured. Furthermore, applied research pro-
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vides very little impetus for theoretical train-
ing. There is not much differentiation in 
terms of the research design, tools of inves-
tigation and evaluation procedures in applied 
research. Evaluation research, which could 
provide the corner stone for both the reform 
process and theoretical education is not very 
highly developed either. 
2.3 Japan, by Walter Georg 
2.3.1 Japanese Institute of  Labour 
Since 1989 labour market research, occupa-
tional research and VET research have come 
under the Japanese Institute of Labour 
[Nihon Rodo Kenkyu Kiko],  a  body within 
the Ministry for Labour. The new institute 
was created from the merger of  its predeces-
sor, Nihon Rodo  Kyokai, founded in 1958, 
whose research programme initially concen-
trated primarily on employer-worker rela-
tions, and the National Institute of  Employ-
ment  and  Vocational  Research  [Koyo 
Shokugyo Sogo Kenkyusho]. The latter was 
set up in 1969 under the aegis of the EPC 
and carried out labour market and occupa-
tional research. To a certain (limited) extent 
the new Japanese Institute of Labour was 
also charged with responsibility for VET re-
search, whilst at the same time there was a 
corresponding cut-back in the Institute for 
Vocational Education's research programme. 
The Institute carries out extensive studies 
of  its own, has a broad-ranging database cov-
ering the field of labour, labour market and 
occupational research, and supports the gov-
ernments in the prefectures within the 
framework of regional labour market policy. 
In many respects the institute's activities can 
be compared with those of the German In-
stitute for Employment Research within the 
Federal Employment Services (lnstitut fur 
Arbeitsmarkt- und Berufsforschung [JAB] der 
Bundesanstalt fur Arbeit) in Nuremberg. 
The Japanese Institute of Labour's most im-
portant fields of research are as follows: 
0  Industrial relations and labour law (em-
ployer-worker relations, trade union law, 
legislation and jurisdiction in the field of 
work and employment); _____________  VET research in other European and non-European countries 
0  Economic aspects of  work (wage increases, 
employment figures, working hours, fe-
male labour); 
0  Vocational and employment structure (un-
employment, mobility and change of com-
pany, technological change and changes on 
the labour market); 
0  Labour market and forms of employment 
(worker supply and demand, types of em-
ployment conditions/contracts); 
0  Working life (occupational biographies, the 
work and everyday life of employees); 
0  Staff management (company employment 
policy, wage system, human relations 
within the company); 
0  Vocational education (developing work 
skills, in-company training and further 
training); 
0  Occupational guidance and work conduct 
(individual criteria for selecting an occu-
pation, assessment and evaluation meth-
ods for aptitude and inclination); 
0  Careers advice and information (develop-
ing occupational conduct, activity analysis, 
effects of placement, careers information 
and advice). 
2.3.2 Polytechnic University 
The top institute amongst the vocational 
training bodies which come under the Minis-
try for Labour is the Shokugyo kunren 
daigakko (Institute of  Vocational Education) 
which was founded in 1961 on the basis of 
the 1958 Vocational Education Act. It has 
since been renamed Shokugyo noryoku 
kaiha  tsu daigakko/Polytechnic U ni  versi  ty 
and comes under the aegis of  the Ministry for 
Labour. Until1989 it worked in the most im-
portant fields of research in vocational edu-
cation, but now concentrates its activities on 
staff  training for vocational education and on 
research into teaching and learning e.g. re-
search and development work (developing 
curricula, audiovisual teaching materials, text 
books), and on distance learning courses. 
2.3.3 National Institute for Educational 
Research (Kokuritsu kyoiku kenkyujo-
NIER) 
The NIER was set up in 1949 as a body of  the 
Ministry of Education, Science, Sports and 
Culture (Japanese abbreviation: Monbusho). 
The main aims of the institute are to carry 
out basic and applied research in the educa-
tional field as well as to provide a  range of 
information and advisory services. In terms 
of  content and organisation the institute com-
prises ten main departments (e.g.  life-long 
learning, scientific education, educational 
management etc.). Vocational education is 
dealt with by part of  the Department for Edu-
cational Content (the Section for Vocational 
Education). 
2.4 Canada, by Philipp Grollmann2 
2.4.1 Current priorities of  VET research 
in Canada 
This overview provides a  brief run  -down of 
the current priorities and institutions for VET 
research in Canada. It presents not only the 
'academic' research activities, but also certain 
projects and institutions involved in applied 
research, which are of importance to Cana-
dian vocational education. In the interests of 
brevity, only a brief outline can be presented 
here, but the addresses and references to lit-
erature which are listed in the annex should 
help the interested reader to build up a clearer 
picture. 
2.4.2 DACUM and co-operation in inter-
national vocational education 
First of all, this is a sort of classic in Cana-
dian VET research and in certain respects 
representative of it; it seems to be particu-
larly characterised by applied research. 
2 The basic information for this overview was col-
lected during a research trip to Canada in 1998. 
The objectives of this report were funded by the 
Federal Ministry for Education, Science, Research 
and Technology (Reference: G 9013.007) 
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Because Canada is a country of immigration 
to begin with, and also because it is involved 
in numerous development projects, interna-
tional VET research and co-operation is a not-
unimportant pillar of Canadian VET re-
search. An important player in this respect is 
the Canadian International Development 
Agency-CIDA-which regularly issues con-
tracts to Canadian VET researchers. 
2.4.3 Vocational education in Canada 
and VET research in the universities 
and research institutes 
As in other industrialised nations, a large part 
of the development and present state of  VET 
research can best be seen and understood in 
relation to the problems and institutional 
structures in the field of the subject of voca-
tional education itself. 
Certain general social trends and theme-
method related considerations which also fig-
ure on the agenda of other countries are also 
apparent. 
Vocational education in Canada is provided 
primarily by the Community Colleges. These 
are post-secondary institutions which appeal 
to a  wide range of individuals through the 
range of courses and subjects which they of-
fer. Evening top-up qualification courses, co-
operative education and vocational education 
in full-time school as well as technical uni-
versity style training courses are similarly 
organised by these institutions. In the second-
ary sector (pre-) vocational education and 
training is provided by the senior high schools. 
Thus any research which aims to analyse the 
effects and development lines of these insti-
tutions is to some extent always a form ofVET 
research. 
This type of research is largely carried out in 
the Canadian universities, particularly by the 
faculties involved with teacher training. Apart 
from the usual teaching and research activi-
ties, bigger projects are on occasion also car-
ried out in the universities, as for example the 
networks for VET research which are referred 
to later on. An example of a  more extensive 
research project would be the two year 'Sec-
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ondary Schools Project' which was set up by 
the Canadian Educational Association (  CEA) 
and supported by the HRDC (Gaskell1995). 
Depending on their size, some of  the Commu-
nity Colleges also have their own research and 
evaluation departments. They carry out 
evaluation research in particular, with the 
aim of helping the colleges to better tailor 
their programmes to students' needs, or to 
recognise factors influencing success or fail-
ure. Since drop-out rates are at their highest 
in the first year of the Community Colleges 
this type of  research tends to trade under the 
name 'first year experience'. 
Software developed specially for this purpose 
by the evaluation department of  Humber Col-
lege, Toronto, can be quoted here as an exam-
ple. COMPAS (College Outcomes Manage-
ment and Performance Analysis System) can 
be used by college staff to assess what they 
themselves are offering, whilst also provid-
ing an information base for internal and ex-
ternal decision-takers (cf. Dietsche 1998). 
2.4.4 School-to-work-transition research 
and research by Human Resources 
Development Canada (HRDC) 
Because of  the relatively high school drop-out 
rates by international standards, and the 
range of alternatives as regards both content 
and institutions in the vocational education 
field, the role of  school-to-work-transition re-
search is as important as in other countries 
faced with this type of vocational education 
policy issue. Such research usually tends to 
have a  sociological or socio-psychological 
slant. Once again, a considerable amount of 
it is done in the relevant university faculties. 
In many cases this research is governed by 
contracts which are issued by the competent 
Federal Ministry for Labour, Education and 
Training. Human Resources Development 
Canada evolved from the former Ministry of 
Employment (Immigration and Employment 
Canada), and acts as a major financier of re-
search in relevant fields, either indirectly or 
through subordinate authorities. As far as 
educational matters are concerned, the Min-
istry enjoys only very limited decision-taking _____________  VET research in other European and non-European countries 
powers, since educational questions are 
largely regulated at state level in Canada. 
Smaller contracts, e.g. in the field of curricu-
lum development, are therefore also issued 
by the education ministries and the ministries 
for vocational education and further training 
in the relevant provinces (cf. e.g. Wilson). 
The renaming of the former Ministry of Em-
ployment as the HRDC and the identification 
of new fields of activity should be seen in re-
lation to the general drive towards change and 
reform of vocational education and further 
training in Canada, which either directly or 
indirectly has brought a considerable amount 
of  research activity in its wake. Since the late 
eighties there has been a broad-ranging and 
quite well funded initiative to set up Sector 
Councils, i.e. branch organisations which 
were brought into being through the initial 
injection of some very generous funding. 
There is also room for numerous research and 
development activities within the framework 
of these activities. 
Thus skill standards which underlie the de-
velopment of vocational qualifications and 
curricula are often established by the relevant 
Sector Councils or by private consulting firms 
contacted by them. The basis for creating 
these skill standards is provided by sectoral 
studies which look at the general require-
ments for educational and staff  development 
in a given sector (cf. e.g. Textiles Human Re-
sources Council 1996). These are then fol-
lowed by occupational analyses, in which oc-
cupational  activity  within  a  given 
occupational field is 'broken down'. This pro-
cedure is also applied when occupational pro-
files  are drawn up for apprenticeships (cf. 
HRDC 1995 and e.g. HRDC 1998). 
HRDC also has its own research department, 
the applied research branch, as well as an 
evaluation department. The former draws up 
at four-yearly intervals, for example- some-
times in co-operation with Statistics Canada 
-transition and location studies on second-
ary schoolleavers, and Community College 
and university graduates (The Class of 1986, 
The Class of 1990 etc.; EIC 1991, HRDC 
1996), whereas the latter monitors and fol-
lows up model projects and vocational educa-
tion policy initiatives in terms of their effec-
tiveness. 
In parallel to the reform activities just men-
tioned, HRDC also amended the entire Cana-
dian occupational classification, which tradi-
tionally bore a  close resemblance to the 
American Dictionary of  Occupational Titles in 
terms of  its fragmentation and specialisation, 
but now arranges broader fields of activity 
horizontally and vertically within a  type of 
occupational field structure (cf. HRDC 1996). 
In terms of their scientific quality, projects 
carried out by HRDC or consulting agencies 
are not necessarily inferior to university ones. 
There are on-going communication structures 
between HRDC and the universities, e.g. 
through experts being asked to draw up re-
ports (cf. e.g. Krahn 1996). 
2.4.5 Political and industrial-
sociological labour market research 
into vocational education and further 
training 
The discussions and measures pertaining to 
the Sector Councils and Local Training Boards 
go hand in hand with lively scientific publish-
ing activity: over the last two years two com-
pilations have come out on the subject (cf. 
Gunderson, Sharpe 1998; Haddow, Sharpe 
1997). This research should be seen within the 
field of political science and industrial sociol-
ogy. A similar perspective is taken by theCa-
nadian Policy Research Networks on vocational 
education questions in their last report, which 
deals in more concrete terms with essential 
questions related to qualifications in the face 
of  the challenges raised by the future world of 
work. This is a type of  foundation which is sup-
ported by donations from sponsors, sets up 
expert commissions on other areas of public 
life, and drafts and publishes reports (cf. 
Betcherman, McMullen, Davidman 1998). 
2.4.6 Research networks in the field of 
vocational education and further 
training 
Over recent years the greater esteem in which 
vocational education and further training is 
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held has had a knock-on effect in the field of 
basic research: thus, following a  major call 
for tender, the Social Science and H umani-
ties Research Council (SSHRC) is supporting 
four major Strategic Research Networks in 
Education and Training, which fall within the 
VET research area. These networks also co-
operate amongst themselves and organise 
calls for tender for researchers with suitable 
projects who can apply for small-scale financ-
ing. Co-operation with vocational education 
practice also represents an important aspect 
in the work of these networks. 
The five networks have the following titles, 
which also indicate what they deal with: 
0  NALL: Lifelong Linking of Formal, Non-
formal and Informal Learning: Current 
Practices, Social Barriers and New Ap-
proaches 
0  Training Matters: Education and Training 
for New Forms ofWork: Canadian Experi-
ence and International Perspectives 
0  EvNet: Network for the Evaluation of  Edu-
cation and Training Technologies 
0  The Western Research Network on Edu-
cation and Training: The Link Between 
Educational Provision, Processes and Out-
comes 
0  Relations formation emploi: analyse des 
modes  de  collaboration  entre  les 
partenaires de la formation, des effets sur 
leur organisation et des resultats pour les 
apprenants (Training-employment rela-
tions: analysis of methods of cooperation 
between the players in the training world, 
the impact on their organisation and results 
for students) 
A further, relatively new network in the VET 
research field is the UNEVOC Canada Net-
work, which was founded in close co-opera-
tion with UNESCO's UNEVOC project and 
is supported by it. 
The setting up of all of these six networks 
should also be seen in relation to the constant 
demands for a National Centre for Research 
on Vocational Education and Training, 
NCRVE, along the lines of  the  American model. 
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2.5 Russian Federation, by Friedrich 
Kuebarth 
2.5.1 VET research 
In Russia there is, first of all, a tradition of 
what is known as occupational education, 
which sees itself  as a scientific discipline and 
which as a branch of education fulfilled the 
well-known functions of socialist educational 
doctrine in the field of vocational education. 
The theoretical principles were largely laid 
by the former Academy of Educational Sci-
ences in the USSR (nowadays the Russian 
Education  Academy). Its scope was and in fact 
still is predominantly the training and fur-
ther training of teaching staff for the voca-
tional training sector. 
Secondly, a form of  VET research was also de-
veloped which initially concentrated on the 
development of teaching methods within the 
scope of  the framework plans for the vocational 
schools, whilst also becoming increasingly in-
volved with matters of  policy advice. It  is these 
functions which have come particularly to the 
fore since the switch in system in the early 90s, 
in the course of  which institutional classifica-
tions changed on several occasions. 
The important thing to note in this context is 
that VET research was and continues to be 
predominantly sector-based, i.e. it is tied in 
with the various levels of vocational educa-
tion in Russia which evolved historically, each 
with its own respective administrative 'super-
structure'. Thus even today there are still dif-
ferent research structures for the levels of 
'basic vocational education' (formerly: occupa-
tional-technical training, PTUs), and 'middle-
grade vocational education' (middle grade 
technical secondary schools, schools of tech-
nology,  and more recently also colleges). 
('Higher vocational education' i.e. the higher 
educational or tertiary level has its own re-
search and development structures which will 
not be considered here). 
Research and development structures, particu-
larly in the area of curriculum development, 
are to some extent also to be found within spe-
cialised departments which oversee vocational 
training institutions (e.g. agriculture). Carre-_____________  VET research in other European and non-European countries 
sponding practice-oriented centres were more 
seriously built up, particularly by the regions, 
which sometimes also call on available insti-
tutions for the further training of teachers to 
develop teaching materials and for (vocational) 
educational development planning. 
Recently the state labour administration has 
also become more deeply involved in voca-
tional and VET research. 
Institutes of higher education have only a 
minor role to play in VET research. This also 
applies to the teacher training universities/ 
colleges which train teachers for general 
schools and subjects. The majority of  staff  for 
vocational schools or occupation-related sub-
jects are trained at two specialised universi-
ties (Jekaterinburg and recently Nishnij 
Nowgorod) as well as at several technical 
universities/colleges, and it is only in this area 
that there is any occupational educationNET 
research worth mentioning. 
Projects and subjects related to the develop-
ment of vocational education and vocational 
education policy are also worked on in other 
research contexts, such as economic (includ-
ing the economics of  education) and sociologi-
cal research (e.g.  youth sociology), mainly 
within the respective institutes of the Rus-
sian Academy of Science. 
2.5.2 Research structures 
Mainstream Russian VET research is con-
ducted within three structures which are 
separate in organisational terms. Whilst com-
peting with  each  other  they  are  also 
interlinked by the networking of both staff 
and subject matter. 
a) The traditional 'leading institution' in Rus-
sian educational research is the Russian 
Academy of  Education (RAO).  It has the 
following affiliates to its department for 
'basic vocational education' (literally): 
0  The Institute for Technical Occupational 
Education in St. Petersburg; 
0  The Institute for Technical Secondary Edu-
cation in Kasan; 
0  The Institute for Adult Education in St. 
Petersburg; 
0  The Centre for Problems related to Life-
long Learning in Moscow. 
The department also promotes regional pri-
orities within the framework of the RAO's 
regionalised structure. The activities of the 
Siberian section deserve particular mention. 
The Academy is formally requesting that it 
should be responsible for the nationwide co-
ordination of  VET research, but its influence 
would essentially only extend to the institu-
tions mentioned. (It is additionally responsi-
ble for co-ordinating research assistantships). 
The work of the research institutes- whose 
research plans are determined on an annual 
basis - centres rather loosely on general pro-
gramme topics such as 'the development pros-
pects of vocational education'. 
b)  The Ministry for General and Vocational 
Education supports: 
0  The Institute for the Development of Vo-
cational Training (IRPO) in Moscow, and 
0  The Scientific Method Centre for Second-
ary Technical Education, Moscow. 
Whilst the latter concentrates mainly on de-
veloping curricula for the technical second-
ary school level, over recent years and despite 
the disastrous framework conditions and also 
political resistance, the IRPO has managed 
to extend and consolidate its position as the 
central body for VET research. Its work in-
volves: 
0  Basic research related to educational policy 
and concepts, particularly in terms of  policy 
advice; 
0  Curricular development work: drawing up 
the register of training professions, devel-
oping 'standards' and methodological train-
ing bases, text book development, quality 
assurance methods, new technologies; 
0  The further training of teaching staff; 
0  Scientific research assistantships; 
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0  International co-operation (esp. with the 
BIBB); 
0  Publications. 
c)  The vocational teacher-training universi-
ties (see above) which also come under the 
Ministry for Education train 'engineering' 
teaching staff(with the emphasis on engi-
neering and the corresponding technical 
production occupations) as well as experts 
for specialist practical training in the vo-
cational schools. Their research priorities 
are determined by these roles, and there-
fore tend to stress technical teaching meth-
ods. The Occupational Training University 
of the Urals is also strong in occupational 
psychology and occupational sociology, 
whilst new university in Nisnij Nowgorod 
has no clear-cut profile as yet. 
2.5.3 Research associations 
When the system started to change numer-
ous associations and networks came into be-
ing which have in common the fact that they 
are in reasonably close proximity to the 'offi-
cial' structures of  the Ministry. From the point 
of view of  VET training the first bodies to be 
noted are: 
0  The Academy for Vocational Education 
(not to be confused in either organisa-
tional or functional terms with the RAO 
- see above!) which is close to the IRPO 
in staff terms and is striving to bring to-
gether the broad field of research and 
practice (particularly school heads and 
regional managers) and to gradually build 
bridges with the social partners. At the 
same time, the Academy sees itself as a 
services company in the publications and 
conferences field (it produces amongst 
other things one of the two available spe-
cialist revues). 
0  The 'Vocational Education' Association 
which was born of the RAO and also pro-
vides specialist services. Amongst other 
things it has produced a new standard text-
book 'Occupational Education' (1997) as 
well as an 'Encyclopaedia of Vocational 
Education' (1998). 
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0  Another organisation known by the acro-
nym 'Rosproftech' (Russian technical voca-
tional education) is made up principally of 
workers in the field and is closely linked 
to the Ministry. 
2.6 Switzerland, by illrich Arnswald 
and Daniela Heipel 
Vocational education- insofar as it is regu-
lated by the BBG (Vocational Education Act) 
- falls within the scope of activities of the 
Bundesamt fur Berufsbildung und Techno2 
The basic information for this overview was 
collected during a research trip to Canada in 
1998. The objectives of  this report were funded 
by the Federal Ministry for Education, Sci-
ence, Research and Technology (Reference: G 
9013.007) 
logie (BBT) (Federal Office for for Vocational 
Education and Technology), which is also in 
charge of  vocational education in agriculture. 
It comes under the Swiss Department for the 
National Economy. 
The Schweizerische I nstitut fur Berufspada-
gogik (Swiss Institute for Occupational Edu-
cation) (SIBP)- which is also a department 
of the BBT- deals first and foremost with the 
training and further training of teachers at 
vocational education schools. 
In the whole of Switzerland there are some 
125 mostly small-scale institutions working 
in the field of  educational research and school 
development. The Swiss Co-ordinating Unit 
for Educational Research (SKBF) (Entfelder-
str. 61 in 5000 Aarau, Tel.:+ 41 (0)62/8352390) 
promotes co-operation between educational 
research, practice, administration and policy. 
Within educational research, the SKBF co-
ordinates between the various disciplines and 
institutions, as well as between the univer-
sity institutions and teaching sections of the 
Education Department. 
It is linked to the Schweizerische Gesellschaft 
fur Bildungsforschung (SGBF) (Swiss Society 
for Educational Research). This body pursues 
its aims through the organisation of annual 
congresses, standing working parties, and 
through publication of the review 'Bildungs-_____________  VET research in other European and non-European countries 
forschung und Bildungspraxis' (Educational 
Research and Practice), as well as the sci  en-
tific series 'Exploration'. At the present mo-
ment the co-ordinating unit is running three 
networks, which promote contact between 
researchers working in the same field, i.e. in 
the areas of  assessment, secondary level I, and 
research into adult education. The SKFB is 
also linked to the Schweizerische Gesellschaft 
fur angewandte Berufsbildungforschung 
(Swiss Society for Applied Vocational Educa-
tion Research), which was founded in 1987. 
The SKFB provides information about re-
search and development projects within the 
Swiss education system, about development 
trends in education and about the institutions 
for educational research and school develop-
ment. A register which comes out every 4 to 5 
years lists the institutions for educational 
research and school development, indicating 
the main focuses of their work. An index of 
persons and subjects means that targeted 
searches for information and contact persons 
can be carried out on specific questions. 
Publications on vocational education: 
1.  Blatter. Review of vocational education. 
Journal produced by the umbrella organi-
sation BCH Berufsbildung Schweiz. Pub-
lished 5408 Ennetbaden. Ten editions 
yearly, in three languages. 
2.  Panorama. Review of  the Swiss Society for 
Applied VET research. Published 8005 Zu-
rich, six times per year. 
2.  7 Latin America, focus South 
America, by Daniela Heipel and Ute 
Lanzendorf 
2. 7.1 Introduction to the vocational 
education systems in Brazil, Argentina 
and Uruguay 
Economic, political and social integration in 
South America came a  step closer with the 
creation of the Mercado  Comun del Sur or 
MERCOSUR (Common Market of  the South) 
in 1991. The MERCOSUR brings together a 
population of more than 190 million, living 
in an area bigger than the whole of  the Euro-
pean continent. The biggest country in South 
America and also its strongest in economic 
terms, Brazil covers an area of 8.5 million 
square kilometres and has 155 million inhab-
itants. Argentina is the second biggest mem-
ber of MERCOSUR with 33 million inhabit-
ants, and over recent years has had the fastest 
economic growth. Paraguay and Uruguay are 
the smaller partners in every sense. With a 
gross national product of 8.1 million US$, 
Paraguay is the weakest member state in eco-
nomic terms (von Baratta 1997, p. 567). Uru-
guay, the country with the smallest popula-
tion- 3.1million- is an important financial 
centre in the MERCOSUR, and in 1995 had 
a GNP of 16.4 million US$. 
A description of the vocational training sys-
tem in the three countries selected here (Bra-
zil, Argentina, Uruguay) - which differ in 
terms of  their economy, size and population -
as a  background to the details on VET re-
search in the respective countries can provide 
no more than a brief  introduction at this point. 
In Brazil, co-ordination of  the various public 
and private providers of  vocational education 
which since 1976 have been brought together 
under the Sistema Nacional de Formar;iio de 
Miio-de-Obra, SNFMO (National Manpower 
Training System), is the responsibility of the 
Conselho Federal de Mao-de-Obra (Federal 
Manpower Council). Most vocational educa-
tion is organised on a private basis through 
several sector-related and decentrally organ-
ised vocational training institutions which are 
financed through a form of income tax - the 
Servir;io  Nacional de Aprendizagem Indus-
trial (SEN  AI) (National Service for Industrial 
Training), the Servir;io Nacional de Apren-
dizagem Comerzial (SENAC) (National Serv-
ice for Commercial Training), and the Servir;io 
Nacional de  Formar;iio  Professional Rural 
(SENAR) (National Service for Agricultural 
Qualification). Teaching takes place in train-
ing centres which integrate company train-
ing with occupational adjustment. The 
SEN  AI, the oldest of the three pillars of the 
Brazilian training system, was founded in 
1943 along the lines of the training system 
which existed in the railway company. It was 
set up as an independent institution, financed 
and managed by the companies in that sector 
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(industry in the case of the SEN  AI). In 1946 
the SENAC was founded, and 30 years later 
the SENAR started its work. The training 
activities of the various institutions are 
strongly coloured by the respective sector of 
the economy. Thus the SENAI is responsible 
for industrial training, the SENAC for com-
mercial training, and the SENAR for agricul-
tural training. Despite sharing a similar or-
ganisational structure, the three vocational 
training institutions have different activities. 
The SENAI offers multi-annual initial train-
ing courses for skilled workers and engineers, 
within which both occupation-related knowl-
edge and more general educational content is 
provided. The SENAC provides initial train-
ing in the field of  commerce and services, pre-
dominantly in the classroom, with provision 
for practical teaching on computers, for ex-
ample. The diploma is acquired within a maxi-
mum of one and a half years. SENAR works 
exclusively in the field of part qualifications 
and further training. 
Technology training in the general school sys-
tem includes pre-occupational training in the 
compulsory sector as well as the three-year 
courses at secondary II level, technical train-
ing at university level and post-graduate tech-
nological training. At full-time upper grade 
secondary vocational schools financed by the 
federal authorities or states, an initial voca-
tional diploma for occupational groups such 
as clerical workers, engineers, health work-
ers and teachers is catered for within the com-
pulsory sector. A vocational qualification at 
this level also satisfies university entrance 
requirements. Technology training centres 
offer courses at all levels of  the education sys-
tem, which aim at training middle manage-
ment levels in particular. 
Apart  from  the  occupational  training 
branches at secondary II level, which date 
back to the military regime, the other full-
time vocational schools are the engineering 
schools, which come directly under the na-
tional education ministry. The four-year en-
gineering schools essentially provide training 
in the technical and agricultural fields, whilst 
the three to four year secondary level voca-
tional schools teach commercial, care and edu-
cational activities as well as technical and 
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agricultural ones. Unlike the engineering 
schools the vocational education sections of 
the secondary schools do  not usually have 
sufficient means to provide practical training. 
The high drop-out rates and the fall in the 
numbers of secure jobs, which has boosted 
free-lance activity, particularly in the infor-
mal sector, have-and this applies to all three 
of the countries in question - led to the min-
istries for labour becoming increasingly in-
volved in the shaping of  vocational education. 
Essentially, what is provided are programmes 
for those dropping out of school and the un-
employed leading to qualifications for jobs. 
More will be said about this development be-
low. 
The Brazilian government is struggling with 
the problems affecting all the South Ameri-
can countries. The north-east of the country 
is the single largest pocket of poverty in the 
whole of Latin America. Children under 14 
make up 18% of the working population and 
most young people have no chance of finding 
a regulated training place or job. Thus access 
to the Brazilian training system is reserved 
for a  privileged section of the population. 
Young people are expected to start paying 
their way at an early age, and therefore quit 
formal education. What is more, even com-
pletion of  vocational education is no automatic 
guarantee of  finding a well-paid job. There is 
also a  negative attitude towards practical 
training, with an academic training being 
preferred wherever possible. Over the next 
few years the Brazilian government aims to 
create a  national system for technological 
training by bringing together the existing 
training establishments under the co-ordina-
tion and supervision of the Ministry of Edu-
cation, to make good the shortage of training 
places, to improve co-operation between com-
panies, training centres and the government, 
and to bring the vocational education system 
into line with recent technological develop-
ments. (see Lanzendorf et al. 1996) 
Of the South American education systems, it 
is the Argentinian one which goes back the 
furthest. Unlike in other Latin American 
countries, no  sectoral vocational education 
institutions based on private economic initia-_____________  VET research in other European and non-European countries 
tive have developed alongside the public edu-
cation system. Initial vocational education 
was and still is an integral part of the state 
system. Vocational and technical education in 
Argentina is therefore marked by the pre-
dominant steering role played by the state. 
Neither employers nor the trade unions have 
any formal responsibility or take any initia-
tive. Thus people also talk of the 'secondari-
sation' of vocational education in Argentina. 
Formal vocational education in Argentina 
takes place in vocational secondary schools, 
which until 1995 came under the National 
Council for  Technical Education (Consejo 
Nacional de Educaci6n Tecnica, CONET). In 
the same year, following the decentralisation 
of responsibility in the secondary school sec-
tor, the CO NET was replaced by the Institute 
for Technological Training (lnstituto N acional 
de Educaci6n Tecnol6gica, INET). CONET 
was a  public, decentralised provider with 
functional autonomy which was founded in 
November 1959. The vocational education 
institution came under the Education Minis-
try, just as is now the case with the INET, 
and was responsible for the vocational edu-
cation sector financed by the ministry. Until 
1992, the Education Ministry was responsi-
ble for around two thirds of vocational sec-
ondary schools, some provinces had their own 
schools, and some were run on a private ba-
sis. The establishments for technical train-
ing which pre-1959 were ministry-run or 
those providing apprenticeships from Peron's 
era were placed under the responsibility of 
the CO  NET. The CO  NET was in charge of  the 
funds from the apprentices levy which prior 
to 1959 was managed by the Education Min-
istry's Committee for Teaching and Vocational 
Guidance. During the reform of the public 
education system in 1995 the CONET, the 
National Centre for EDP-Training (Centro 
Nacional de Ensefianza de la Informatica, 
CENEI), and the Centre for  Research and 
Development into the Dual System (Centro 
N acional de Investigaci6n y  Desarrollo del 
Sistema Dual, CENID) were merged to form 
the Institute for  Technological Training 
(Instituto N acional de Educaci6n Tecnol6gica, 
INET). This shifted greater responsibility to 
the provinces. It is now they who are respon-
sible for the technical schools and training 
centres, whilst the INET is only responsible 
for overall planning and assistance and ad-
vice on future education strategies. 
A distinction is drawn between technical edu-
cation (educaci6n tecnica) in secondary 
schools and the practice-oriented and market-
related vocational training (formaci6n profes-
sional) directed at the unemployed and those 
who drop out of school. Technical training at 
a corresponding secondary school centres on 
training staff  for executive activities and su-
pervisory roles at the skilled level. Vocational 
secondary schools act more as a special type 
of  school leading to university entrance quali-
fications than as an institution providing the 
type of qualification needed to enter an occu-
pation. Participants are prepared both for 
subsequent employment and for higher stud-
ies (dual qualification). The poor infrastruc-
ture, high drop-out rates and lack of  any prac-
tical reference are the problems faced by 
training in the state secondary schools. 
A further provider of vocational training is 
the Ministry for Labour and Social Security 
(Ministerio del trabajo y  seguridad social) 
within which the Department for Vocational 
Education (Subsecretaria de formaci6n 
profesional) was set up in accordance with the 
December 1991 National Employment Act 
(Ley Nacional de Empleo). Its role is to de-
velop special training for disadvantaged 
groups on the labour market, bearing in mind 
both individual interests in terms of further 
personal and professional development, and 
the needs of the company. Generally speak-
ing, in recent years measures directly related 
to work, aimed at improving skills and which 
form part of the vocational training system, 
have increasingly been taken over by the la-
hour administration within the framework of 
job promotion. 
Although the vast majority of  Argentina's ac-
tive population completes compulsory school-
ing, only a minority goes on to vocational edu-
cation. Because of increased international 
competition, this level of qualification no 
longer satisfies firms' requirements. People 
have realised that, in particular given the 
context of the MERCOSUR integration proc-
ess, only an extensively trained, technically 
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qualified and flexible workforce can guaran-
tee competitivity in the long term. Measures 
in the pipeline or in certain cases already 
implemented, such as the decentralisation of 
competences in the secondary education sec-
tor, should improve the situation. There is also 
a new approach which aims at involving the 
social partners in vocational education in or-
der to improve the alternation between school 
and firm (Lanzendorf, 1997). 
Socially speaking, education and training in 
Uruguay are highly regarded. Generally 
speaking, occupations which require study are 
held in greater esteem than manual profes-
sions, even though the latter are often better 
paid. There is a clear preference for the school-
leaving exam, with less than 10% of those 
leaving lower grade secondary school opting 
for a technical training at the UTU. With an 
average of seven completed years of educa-
tion, Uruguay has a comparatively high level 
of education in Latin American terms. The 
small size of the country and the concentra-
tion of its population in the capital, Montevi-
deo, means that vast sectors of the popula-
tion have access to the education system. The 
illiteracy rate in Uruguay (0.4%) is low not 
only in comparison with other Latin Ameri-
can countries, but also in international terms, 
and it is still falling thanks to virtual blanket 
coverage, particularly in the primary sector. 
In Uruguay the Council for  Technical Voca-
tional Education (Consejo de Educaci6n 
Tecnico-Profesional, C.E.T.P.) under the aegis 
of  the Ministry for Education is the body which 
provides vocational education at secondary 
technical level in schools and training insti  tu-
tions. The C.E.P.T. (also known as the Uru-
guayan University of  Labour (Universidad del 
Trabajo del Uruguay or UTU)) aims to be open 
to as broad a population as possible and gen-
erally to provide vocational education. The 
UTU is the biggest provider of formal voca-
tional education, covering the whole range of 
different training levels, which range from the 
basic level of secondary I, through technical 
vocational training to technical school leaving 
certificates. 
There has been a noticeable shift in the de-
fining of vocational education from the Edu-
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cation Ministry to the Ministry for  Labour, 
through the creation of the National Directo-
rate for Employment (Direcci6n N acional de 
Empleo, DINAE) and the National Employ-
ment Board (Junta Nacional de Empleo, 
JUNAE), whose role it is to advise the Minis-
try for Labour on labour market policy, and 
to provide guidance programmes for the la-
hour market as well as training programmes. 
The DINAE's work has led to a process of de-
centralisation and diversification in the vo-
cational education field, which has resulted 
in the central role which the UTU played in 
vocational education and further training for 
many years being watered down. What is 
more, the drafting of vocational education 
programmes has also been split from their 
implementation. This means that although 
the DINAE is responsible for financing the 
programmes, it does not actually implement 
them. It has also meant that more and newer 
organisations - under state control - have 
become involved in vocational education. The 
UTU had to surrender many of its powers in 
the course of this process. For decades the 
UTU- a  body which has been in existence 
since the late 19th century and which in spite 
of  its deceptive 'university' title almost exclu-
sively offers secondary level courses-was the 
sole provider of  vocational education courses. 
Formal vocational education at the UTU was 
assessed in 1995 under a study by the Inter-
American Development Bank, within the con-
text of the development of new technologies 
and changes to the economic structure. The 
study came to the conclusion that the courses 
on offer were in desperate need of an over-
haul, since the institution had got out of  hand, 
the quality of  courses was very poor, they were 
badly organised, and the training was too 
long. Moreover, the lack of teacher training 
amongst the staff  and the fact that the schools 
were badly equipped also came in for criti-
cism. Since the UTU was no longer in a posi-
tion to cover the demand for vocational edu-
cation as a  result of these shortcomings, 
supply on the private market exploded in re-
sponse to the vacuum. This led to utter con-
fusion in terms of  the provision available and 
a lack of checks on qualifications. Through a 
decentralisation process in the field of train-
ing and through increasing competition from 
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cent years, the UTU has seen its importance 
plummet in comparison with what it used to 
be. 
The compulsory secondary I level lasts three 
years, during which pupils may choose be-
tween two different types of schools. Either 
they attend secondary school (secundaria) 
which provides a general education, or they 
opt for the technically oriented UTU, which 
aims more at young people who subsequently 
want to enter working life. The ensuing three 
year cycle concludes either after three years 
with the university entrance qualification or 
again with the technically oriented UTU. 
Here training lasts from two to seven years 
and is split up into four main areas-agricul-
ture, industry, art/craft, and services. Univer-
sity entrance requirements can also be met 
along this path under certain circumstances. 
Those who have not completed nine years of 
compulsory schooling can still train at the 
UTU, in vocational training centres (Centro 
de  Capacitaci6n Profesional,  C.E.C.A.P.) or 
through the Ministry for Youth's programmes 
to unskilled worker level. Upon completion 
of the nine years of compulsory schooling the 
majority of newcomers to the employment 
scene do not have adequate technical or vo-
cational training and the successful use of 
completed training often depends on training 
or further training measures in the company. 
Apart from formal training provision there is 
also a whole series of state, non-formal train-
ing possibilities, which mainly target socially 
marginalized young people who have dropped 
out of  the formal training and vocational edu-
cation system. The courses do not provide for 
the transition to the tertiary level and are not 
national in scope. (Heipel et al.) 
2. 7.2 Themes and trends in VET 
research in South America 
VET research in South  America is not an aca-
demic discipline in its own right, and as are-
sult interdisciplinary research approaches 
have sprung up in the fields of sociology, eco-
nomics, psychology, and to a lesser extent in 
education science, complemented by indi-
vidual studies of applied VET research. This 
inter-disciplinarity means that the institu-
tions involved in VET research are located in 
very different fields, and there is also little 
institutionalisation. Thus departments in the 
Ministries for Education and Labour, univer-
sities, non-governmental organisations, and 
both public and private research establish-
ments all deal with VET research amongst 
their other research topics. A study of  the most 
recent trends and tendencies in the South 
American vocational education systems which 
have already been touched upon, and which 
affect VET research topics and institutions, 
should shed some light on the tendencies and 
content affecting research and the institutions 
involved in it. This will be followed by a de-
tailed description of  the institutes and organi-
sations which are active in national and Latin 
America-wide VET research. The institutions 
deal in particular with application-oriented 
issues intended for political decision-makers, 
and priorities are determined accordingly, 
with academic work often being the by-prod-
uct of independent, non-university research 
institutes from which the general trends in 
vocational education can be deduced. 
Whereas in the past training was predomi-
nantly not geared to practical work or labour 
market needs and formed part of  general edu-
cation policy - this applied in particular in 
Argentina and Uruguay - training policy has 
recently tended to been seen increasingly as 
an active labour market policy. The reason 
behind this new line was both the general ef-
fects of globalisation on the markets, which 
along with other developments has resulted 
in increased competition for firms and the 
appearance of new employment profiles, as 
well as high unemployment figures and drop 
out rates from the formal education system, 
which led to the Ministries for Labour bring-
ing in short courses providing qualifications 
for jobs. So apart from the departments in the 
Education Ministries, Labour Ministries are 
also becoming more heavily involved in shap-
ing and assessing vocational education.3 Cop-
3  The institutional reflection of this in Brazil is 
the National Secretariat for Training and Voca-
tional Development (Secretaria Nacional de 
Formaci6n y Desarrollo Profesional, SEFOR) and 
in Uruguay the National Directorate for Labour 
(Direcci6n Nacional de Empleo, DINAE). 
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ing with technological progress and the quali-
fications which it implies, qualifying micro-
enterprises and workers in the informal sec-
tor, co-ordinating technical education and 
practice-oriented qualifications, co-ordinating 
formal and non-formal supply taking local and 
regional requirements into account, the so-
cial implications of vocational education, the 
influence of new technologies on vocational 
qualification requirements, the needs of dis-
advantaged groups and the integration of 
marginalized sections of the population, par-
ticularly young people in vocational education 
programmes, are increasingly being taken as 
the subject of research. 
Since the founding of MERCOSUR in par-
ticular, comparative vocational research has 
grown in stature in South America. Through 
describing the core functions of the voca-
tional education systems in individual coun-
tries, with their overall aims, an effort is 
being made to draw on developments even 
in industrialised countries, in order to pick 
up tips as to how to solve problems back at 
home. The overriding aim in setting up 
MERCOSUR was the free  circulation of 
goods, services and manpower. The aims 
which stemmed from that for the organisa-
tion of vocational education were to achieve 
equivalence in the recognition of diplomas, 
to create information systems on vocational 
education systems in the member states and 
to increase co-operation on vocational edu-
cation matters. 
The institutions which are described hereaf-
ter have drawn more heavily on new commu-
nication and information technologies. This 
should allow for better networking within 
Latin  America but also worldwide, and should 
facilitate access to information for those in-
volved in vocational education. 
2. 7.3 The Inter-American Centre for 
Research and Documentation on 
Vocational Education (Centro 
Interamericano de Investigaci6n y 
Documentaci6n sobre Formaci6n 
Profesional, CINTERFOR) 
The Inter-American Centre for Research and 
Documentation on Vocational Education 
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(Centro Interamericano de lnvestigaci6n y 
Documentaci6n sabre Formaci6n Profesional, 
CINTERFOR) which was founded in 1963 and 
is based in Montevideo, Uruguay, is an off-
shoot of the International Labour Organisa-
tion which brings together the organisations 
and institutions responsible for vocational 
education in the ILO member states in Latin 
America and also Spain. The objectives at the 
time the centre was set up were guided by 
the demands of member states, i.e. to see a 
general rise in the level of vocational educa-
tion, in order to improve living conditions for 
workers, and to improve the quantitative and 
qualitative performance of  firms. Even before 
the CINTERFOR was founded some ILO 
member states (Argentina, Brazil, Chile, Co-
lombia, Uruguay and Venezuela) were already 
trying to create national vocational education 
services with the support of the ILO, basing 
themselves on close co-operation with com-
panies, workers and vocational training ex-
perts. The efforts undertaken by the countries 
which concentrated on preparing and publish-
ing the vocational education programmes, 
preparing educators and building up estab-
lishments, demanded comprehensive re-
search work, and the co-ordination and ex-
change  of experience  available  in the 
individual countries took on added impor-
tance. It was against this backdrop that 
CINTERFOR was initially brought into be-
ing as a permanent centre of co-operation for 
the national institutions. The role of the cen-
tre was to collate documentation from the field 
of vocational education, to build up contacts, 
to diffuse information to national centres, to 
conduct research and to prepare teaching 
material for educators. 
Since its creation the aims and role of 
CINTERFOR have been extended. The pro-
motion and strengthening of technical co-op-
eration in the context of  the development and 
modernisation of  vocational education, assist-
ance in drafting and bringing in vocational 
education programmes through promoting 
strategic alliances between the state, the 
workforce and employers, the development 
and spread of a  regional network for voca-
tional education within the member states, 
the promotion of research activities, and the 
conducting of  research into the institutionali-_____________  VET research in other European and non-European countries 
sation and setting up of systems and pro-
grammes for vocational education with the 
aim of  promoting efficiency, competitivity and 
social justice have all been added. 
The lion's share of CINTERFOR's work is 
documented in numerous publications. Exam-
ples  include  the  quarterly  Boletfn 
CINTERFOR which publishes theoretical 
contributions related to Latin America by vo-
cational  education  experts,  and  the 
Herramientas para la transformaci6n series 
in which the results of primary studies, sur-
veys and academic essays are published. The 
publication Trazos de Formaci6n deals essen-
tially with current themes in the vocational 
education field, whilst Papeles de la Oficina 
tecnica documents international, national and 
regional experiences in the fields of  vocational 
education and employment. 
The breakdown of funding for the centre re-
flects the backing of the various groups and 
initiatives which CINTERFOR has brought 
together. On top of the annual payments by 
the ILO and the Uruguayan government 
there are also voluntary payments by the 
member states and institutions, and interna-
tional organisations also contribute to the 
funding of  certain projects. The centre mainly 
employs experts in vocational education on 
limited contracts, most of them coming from 
Latin American countries. 
CINTERFOR also runs and organises the 
Latin  American Information and  Administra-
tion Network  for Vocational Education 
(Proyecto Red de Informacion y Gesti6n sobre 
Formaci  on Profesional para America Latin y 
el Caribe, CINTERNET). CINTERNET is a 
network born of  a co-operation agreement be-
tween the ILO and the Federal Republic of 
Germany on the exchange of information in 
the  field  of  vocational  education. 
CINTERNET is intended for the use of those 
involved in vocational education, and provides 
rapid access to information on innovation, 
information and methodology. Such access to 
information should make it easier for those 
responsible for vocational education at na-
tional level to respond appropriately to new 
challenges on the labour market. The network 
documents the current situation and offers 
rapid access to questions of  vocational educa-
tion in Latin America. 
2. 7.4 The International Centre for 
Education, Labour and the Transfer of 
Technology (Centro Internacional para 
la Educaci6n, el Trabajo y la 
Transferencia de la Tecnologia, CIET) 
The CIET, which came into being in Brazil in 
1993 as the result of a joint initiative involv-
ing the National Confederation for Industry 
(Confederaci6n N acional de la Industria, 
CNI), the National Service for Industrial 
Training (Serviyio N acional de Aprendizagem 
Industrial, SENAI) and UNESCO, acts at 
national and international level as a centre 
for observing and documenting the effects on 
and changes to vocational education brought 
about by the development of new technolo-
gies. The theoretical approach when the cen-
tre was founded was the understanding of  the 
fact that the effects of new developments in 
information and communications technology 
and more generally the development of new 
technologies with the resulting changes on the 
labour market and the appearance of new 
qualification standards can have both a nega-
tive and a positive effect on national indus-
tries. Vocational training systems play a key 
role in positive adaptation: 
'As technological development activities be-
come more specialised, complex and depend-
ent on specific information and knowledge 
more and more adequately trained skilled 
human resources are required for such spe-
cial tasks'. 
The centre researches, forecasts and formu-
lates proposed solutions in the fields of  infor-
mation, technology, employment, and educa-
tion in order to provide positive backing for 
the process of adaptation, and serves as an 
advice centre, in particular for the CNII 
SENAI, which administer 900 vocational 
schools and 45 centres of technology. 
By way of products and services the CIET is 
involved in developing an information system 
about international experiences in vocational 
education,  life-long  learning  and  the 
reintegration of adults and young people, re-
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search into the link between education and 
work and the influence of new technologies 
on employers and workers, the development 
of an advisory centre for companies wanting 
to run vocational education and further train-
ing activities, and tracking political discus-
sion of vocational education in Brazil. 
The centre is mainly financed by the SENAI 
and brings in additional funds from courses, 
seminars and publications. Around 30 people 
are employed in the centre on a  permanent 
basis, with backgrounds in education, labour, 
technology, sociology, systems analysis, engi-
neering, mathematics and IT.  International 
experts are also constantly being employed 
by the centre. 
2. 7.5 The National Research Centre for 
Human Development (Centro Nacional 
de Estudios de Poblaci6n, CENEP)! 
Education and Labour Network (Red 
Educaci6n y Trabajo) 
The CENEP in Buenos Aires plays an impor-
tant role in national and international VET 
research. It is from there that the interna-
tional education and labour network is man-
aged, as well as a database on literature re-
lated to vocational education. The FIEL 
Economic Research for Latin America Foun-
dation  (Fundaci6n  de  Investigaciones 
Econ6micas Latinoamericanas, FIEL) also 
conducts individual projects on questions re-
lated to education and vocational education. 
The centre mainly employs researchers from 
the social sciences and conducts research in 
the areas of  human development, information 
technology, technical assistance and the dis-
tribution of information. The centre follows 
an inter-disciplinary approach, develops and 
supervises projects in co-operation with in-
stitutions and organisations, governments 
and private establishments. Amongst other 
subjects, the CENEP researches population 
growth, mobility, labour markets, education 
and work, pension systems and social secu-
4 The METARGEM summary is based on official 
documents made available by  Walter Georg. Ulrich 
Arnswald was responsible for assessing and sum-
marising. 
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rity and health systems and domestic and 
family development. 
2.8Turkey 
MET  ARGEM: The Research and Development 
Centre ofVocational and Technical Education, 
Ankara 4 
The Research and Development Centre of 
Vocational  and  Technical  Education 
(METARGEM) has been established with the 
aim of  providing or having provided the serv-
ices of planning, research, development and 
production required by the Ministry of Na-
tional Education in order to raise the quality 
of schools and institutions of vocational and 
technical education to the level of standards 
in developed countries. METARGEM also 
meets the demand for research and pro-
gramme development of other state and pri-
vate institutions and organizations. 
METARGEM has 8 departments (Programme 
Development, Research and Planning, Project 
Development, Technical Publications, Meas-
urement and Evaluation, Educational Tech-
nology, Personnel Administrative and Finan-
cial Affairs, Revolving Fund Management) 
Some of  the main duties ofMETARGEM are: 
Conducting research, conducting studies to 
determine long and medium term goals, pre-
paring an 'Annual Evaluation and Develop-
ment Report', cooperation with domestic and 
foreign institutions, preparing educational 
books, and publishing periodicals and news 
bulletins. 
METARGEM has so far provided a number 
of publications such as 'Evaluation of  the Ap-
plications in Multi-Programmed Lycees' and 
'Vocational and Technical Education in the 
Turkish Education System'. 
As to programme development activities 'The 
process of programme development in Voca-
tional and Technical Education' and 'Total 
Quality Management' should be mentioned. 
METARGEM cooperates with international 
institutions such as the OECD INES Project-
Network B  and the UNESCO/UNEVOC _____________  VET research in other European and non-European countries 
Project. METARGEM is also continuously 
exchanging information and Material with 
the 'European Centre for Developing Voca-
tional Education' and the 'European Train-
ing Foundation' established in Turin. 
2.9 United States of  America, by Uwe 
Lauterbach 
2.9.1 Introduction to the education and 
vocational education system in the USA 
There are various reasons why it is so diffi-
cult to identify where the emphasis lies in 
VET research in the USA and to make gen-
eral comments on VET research. As in most 
countries, vocational education is a research 
subject for the whole range of social sciences. 
There is no specific institutionalised scientific 
discipline for labour, vocational and economic 
education. Besides these theoretical scientific 
reasons, the research subject itself further 
muddies the waters in that it distinguishes 
between vocational education, technical edu-
cation, vocational training etc, terms which 
in German are lumped together under the 
heading 'berufliche Bildung'. 
These cultural and semantic reasons apart, 
the way in which the federal system in the 
USA is organised politically makes it even 
more complicated to describe the state of  play 
in VET research, since responsibility for the 
education system lies with the individual fed-
eral states. Futhermore, there are some 
15,500 school districts at local level with lo-
cal boards of education all having various 
competences of their own. 
Basically, the American constitution does not 
provide for any federal legislative powers on 
matters of  education. The only competence the 
central authorities have is on directives cov-
ering the educational establishments for the 
federal administration and the military. Oth-
erwise it may also intervene in matters of  race 
integration or discrimination against certain 
population groups. The federal government 
can exert influence through the constitution's 
welfare clause. Through target-related grants 
in aid, the rules pertaining to which are 
strictly laid down, the central administration 
has a means of  shaping the education system 
in the individual states. They mean that on 
this sub-continent with its fifty federal states 
and 260 million inhabitants, binding mini-
mum standards are respected, which makes 
comparison possible within the federal sys-
tem. In vocational education however these 
mainly take the form of programmes for the 
'disadvantaged'. 
Besides this political influence, the work of 
the federal authorities concentrates heavily 
on documentation of the state of play in the 
education system. Many educational policy 
makers at state and local level would be happy 
to see the work of the federal government in 
Washington limited to this role alone. 
Apart from the Department of Education at 
federal level there are a further twenty min-
istries with competence in this field. Two min-
istries, the Department of  Education and the 
Department of  Labour are in overall charge. 
Programmes such as career education, initial 
vocational education (occupational education, 
vocational education, co-operative education, 
adult education) and various promotional 
measures for  disadvantaged groups in the 
population (the illiterate) are handled by the 
Department of Education. 
Company-oriented measures, (on-the-job 
training, apprenticeship programme), the 
promotional programmes, anti-unemploy-
ment measures through companies, trade 
unions and other institutions and pro-
grammes such as the Job Training Partner-
ship Act come under the Department of La-
bour and the Employment and Training 
Administration. 
Actual vocational and technical education as 
such is provided in Community Colleges, 
Technical Institutes, etc., which come under 
the aegis of the states or school districts, 
though it must be said that vocational and 
technical education is not the preferred path 
in the education sector by any stretch of the 
imagination, that is to say that it is not very 
highly regarded when compared with 'general' 
education. 
Even this brief  outline of  the possible research 
fields for VET research and the political struc-
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tures reveals the difficult framework condi-
tions governing the development of VET re-
search on the one hand, but on the other hand 
also explains why a state of the art report on 
VET research would require a  degree of ef-
fort which was not feasible within the limits 
of this project. We  will therefore limit our-
selves here to an overview of  the VET research 
conducted within the framework of national 
vocational education policy as implemented 
by the administration in Washington D.C. 
Two major journals which focus on compara-
tive education were also assessed in order to 
get a look behind the scenes of 'free' and 'in-
dependent' academic research. 
2.9.2 VET research and national 
vocational education policy 
National Centre for  Research in Vocational 
Education (NCRVE), University of  California, 
Berkeley, 
http://ncrve.berkeley.edu/Default.html 
The National Centre for Research in Voca-
tional Education (NCRVE) is the largest na-
tional establishment in the USA dealing with 
research, development and diffusion of sub-
jects related to vocational education. The Cen-
tre is financed by the Office ofVoca  tional and 
Adult Education of the U.S. Department of 
Education. Since 1988 the Centre's headquar-
ters have been at the University of Califor-
nia, Berkeley, and it has played a key role in 
working out new concepts in the field of  quali-
fications for the workforce. The centre's main 
aim is 'to strengthen school-based and work-
based learning to prepare all individuals for 
lasting and rewarding employment, further 
education, and lifelong learning.' (National 
Centre for Research in  Vocational Education) 
The centre focuses on finding new and inno-
vative ways of linking education and work. 
Training should specifically prepare young 
people for the world of work. Amongst other 
things, the centre provides information about 
pilot projects, curriculum development, quali-
fication standards, further training of teach-
ers and the integration of  curricula. The work 
of the National Centre for Research in Voca-
tional Education is used by teachers and ad-
ministrations in high schools and community 
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colleges, policy-makers, researchers and em-
ployers. 
The centre's Work: 
0  Expert groups which tackle a range of  sub-
jects (student guidance through to struc-
turing of schools); 
0  Support and information to show teachers 
how to prepare students for lifelong learn-
ing; 
0  Advisors who work together with schools 
in drafting education and training pro-
grammes which are related to the labour 
market; 
0  Student and teacher guidance; 
0  On-line discussion groups; 
0  Websites with the latest information about 
the centre and forthcoming events; 
0  Circulars giving information about the 
work of the centre. 
The centre is comprised of a  consortium of 
eight professors from the University of Cali-
fornia, Berkeley, the University of  Illinois, the 
University of  Minnesota, MPRAssociates Inc., 
the University of  Colombia, the University of 
Wisconsin and Virginia Polytechnic Institute 
and State University. The presence of the 
NCRVE or one of its members in virtually 
every region of the USA facilitates contact 
with the various education and training es-
tablishments and the labour market. 
In terms of training, the main issue at stake 
for the centre is to offer every student the 
option of  a recognised course which is related 
to the needs of  the labour market, and to pro-
mote the development of  integrated curricula 
with the emphasis on problem-oriented learn-
ing. Students can thus be encouraged to find 
a job, train further and become imbued with 
the concept of lifelong learning (output ori-
ented vocational education). 
1998 Work Programme: 
To examine the extent to which students' per-
formance has improved as a result of efforts 
undertaken in the High Schools and Commu-
nity Colleges to simultaneously prepare stu-
dents for an activity and also for further train-
ing. Research particularly into the degree to _____________  VET research in other European and non-European countries 
which structuring, organisation and imple-
mentation can be brought about in order to 
reach the planned aims. The NCRVE's work 
is guided in this by the general aims of the 
Office ofVocational and  Adult Education (with 
very general over-arching themes: teaching 
and learning; curricula, career guidance, tech-
nology, student support; partnerships and 
agreement on change; trainees, companies, 
State, elected representatives, local authori-
ties; organisation and financing, etc.). 
Projects: curriculum integration, academic 
skills, performance at the workplace; devel-
opment of work-related technological skills. 
2.9.3 VET Research outside national 
vocational education policy 
In order to gain an overview, the last five years 
of  relevant  journals - Comparative Education 
and Comparative Education Review - were 
assessed. The subject of VET research was 
not explicitly dealt with. The main subjects 
of research are international matters and 
theoretical aspects of  international compara-
tive VET research. 
Comparative Education 
Patricia Broadfoot (ed.): Comparative Educa-
tion. Massachusetts, 
http://www.carefax.co.uk/ced-ad.htm 
International matters, curriculum research, 
skills research 
The quarterly  journal Comparative Education 
which has been in existence for 34 years pub-
lishes up-to-date information and analyses of 
problem issues and trends in educational 
studies worldwide. Particular attention is 
paid to the importance of comparative stud-
ies concerning the drawing up and implemen-
tation of education policy, not only with ex-
plicit reference to  education, but also 
combined with related disciplines and social, 
national and international developments. The 
journal also deals with issues related to gov-
ernmental policy, management, sociology, 
technology and communication insofar as they 
affect education and training. The journal's 
administrative board which is made up of  nine 
experts in comparative education meets 3 
times per year to discuss contributions with 
the advice of experts, particularly on inter-
national issues. 
Comparative Education Review 
Erwin H. Epstein (ed.): Comparative Educa-
tion Review. Chicago, 
http:/  /www.journals.  uchicago.edu/CER 
The journal Comparative Education Review 
is the official mouthpiece of the American 
Comparative and International Education 
Society, an organisation of researchers and 
university teachers of  comparative education, 
which was set up in 1956 with the aim of  im-
proving knowledge and teaching methods in 
the field of comparative education. The jour-
nal comes out quarterly and apart from book 
reviews it also deals with international mat-
ters and publishes theoretical contributions, 
for example concerning the effects of globa-
lisation and decentralisation on the education 
sector. There were no specific contributions 
on VET research. 
3. International scientific 
societies and independent 
research establishments 
3.1 Establishment and organisational 
framework, by Uwe Lauterbach 
It was the political framework conditions 
which provided the decisive impetus for the 
establishment of  the discipline known as com-
parative education. Without such organisa-
tional roots the sustainable presence of any 
science or branch of research would be im-
possible. Thus at this point we will consider 
in brief  whether and how it has been possible 
to establish comparative education on a per-
manent basis within the scientific community 
as well as in the area of  transfer between edu-
cation policy and education administration at 
national, regional and global level. 
The first moves towards comparative educa-
tion were prompted by 'curiosity' about seem-
ingly incomprehensible foreign education sys-
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terns. As  a  consequence, visits to the coun-
tries deemed interesting became increasingly 
popular. Hilker (1962, pp. 22 ff.)  coined the 
phrase 'the age ofeducationaljourneys', which 
developed from the cultural voyages of  the 17th 
and 18th centuries. 
From the second half of the 19th century na-
tional and international institutes and organi-
sations which systematically carried out edu-
cational documentation crystallised out of  this 
travel activity. National institutes to be men-
tioned here are: The Office of Education 
(Washington/USA 1868) from which emerged 
the Ministry of  Education, the Musee Pedago-
gique I Institut Pedagogique National (Paris/ 
France 1879), the Pestalozzianum (Zurich, 
Switzerland 187  4), the Office of  Special En-
quiries and Reports (London, Great Britain 
1895) and the Zentralinstitut fur Erziehung 
und Unterricht (Berlin/Germany 1914); inter-
national educational organisations and insti-
tutions include: the Bureau International 
d'Education (Geneva 1925), the Institut In-
ternational de  Cooperation Intellectuelle 
(Paris 1925), UNESCO (Paris 1946), the bod-
ies of the former Western European Union/ 
European Community/European Union such 
as EURYDICE (Brussels 1981) and of the 
Council of  Europe such as EUDISED (Stras-
bourg 1970). Even the World Bank in Wash-
ington D.C. has its own Education and Em-
ployment Division which backs up the World 
Bank's political work with scientifically based 
studies etc.  (Hilker 1962; Schneider 1961; 
Vorbeck 1997; Loxley 1994). Since 1971 the 
OECD has been running the Centre for Edu-
cation Research and Innovation (CERI) in 
Paris, which has a prominent profile on ac-
count of  its lively publication work, e.g. Edu-
cation at a Glance, OECD Indicators. 
Apart from the national and international 
documentation centres and research estab-
lishments in the individual countries, chairs 
and institutes for international and compara-
tive education also developed within the uni-
versities. Once again the developments here 
took off in the USA in 1923 with the Teachers 
College of Columbia University (New York) 
and researchers such as: Monroe, Kandel, 
Alexander, Bereday, the Comparative Educa-
tion Centre of  the University of  Chicago (1959), 
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Stanford International Development Educa-
tion Committee (SIDEC) (1965), in England 
with the Institute of  Education of  the Univer-
sity of  London (1932), Kings College, the Uni-
versities of Reading, Oxford and Leeds, and 
in Germany with the Padagogische Akademie 
Bonn (1926), Universitat Koln with Friedrich 
Schneider (chair but not for comparative edu-
cational studies). 
These institutions, which are integrated into 
university research and teaching, were and 
still are of fundamental importance to the 
shaping of theory and the further develop-
ment of  the discipline in general. The central 
role of the university institutes in the devel-
opment of  comparative education and its theo-
ries is abundantly clear just from the devel-
opment of comparative education as dealt 
with in this chapter. 
German developments were marked during 
the age of  National Socialism by virtually to-
tal isolation from the outside world. After the 
Second World War,  comparative education 
took off again with renewed impetus. Under 
the auspices of the French occupying powers 
a  congress was held in Mainz in 1949. The 
American occupying powers initiated the In-
ternational Conference on Comparative Edu-
cation which took place in Chiemsee in April 
1949. The Hochschule fur Internationale 
Padagogische Forschung which was founded 
in 1952 in Frankfurt am Main- it gave rise 
to the German Institute for International 
Educational Research in 1964- also helped 
to bring German expert circles back into the 
mainstream of international development. 
The chair for comparative education at Ham-
burg University (1950) and the UNESCO In-
stitute in Hamburg (1953) were the first post-
war creations in the comparative education 
field (Hilker 1962, p.  70 ff.;  Schneider 1961, 
p.  65 ff.).  Comparative education developed 
further during the sixties and seventies 
through the work of  the university institutes 
in Mar  burg (Froese), Heidelberg (Roehrs) and 
Bochum (Anweiler). As a result of the growth 
and development of universities in the wake 
of  German reunification, additional professor-
ships for comparative education were set up 
at the universities of Leipzig and Dresden as 
well as at Humboldt University in Berlin. _____________  VET research in other European and non-European countries 
As a direct result of the conferences on com-
parative education, scientific societies were 
founded, such as the Comparative Education 
Society in 1956, which is today's Compara-
tive and International Education Society 
(CIES), the Comparative Education Society 
of Europe (CESE) in 1961, and the World 
Council of Comparative Education Societies 
(WCCES) in 1970. The CIES and CESE grew 
out of the scientific work of the university in-
stitutes for educational studies or compara-
tive education (Loxley 1994, p.933-942; Hilker 
1962; Schneider 1961). The WCCES brings 
together the national societies (Comparative 
Education Society) of which there are now 
more than 25, whilst the membership of the 
CIES is made up of individual researchers. 
After the Second World War a series of inde-
pendent research institutes outside the uni-
versities were set up. They are mainly fi-
nanced through national public funding or by 
international organisations. They are either 
very empirically organised and provide serv-
ices for the education administration (e.g. the 
Centre International d'Etudes Pedagogique 
Sevres (CIEP) and the Deutsche Institut fur 
Internationale Piidagogische Forschung 
(DIPF)), or they are strongly rooted in theory 
and method (e.g. the Australian Council for 
Educational Research (ACER)). 
The picture is completed by regional or glo-
bally organised societies and organisations 
which were not founded in res  ponce to execu-
tive or legislative requirements (non-govern-
mental organisations) but rather as a result 
of the special interest of researchers, e.g. the 
International Reading Association (IRA) and 
the International Association for Educational 
Assessment (lEA). 
3.2 International Association for the 
Evaluation of Educational Achieve-
ment (lEA), by Uwe Lauterbach and 
Brigitte Steinert 
Because of their free-floating position the in-
dependent international comparative re-
search institutes are better suited to conduct-
ing research studies using this methodological 
concept than are institutes which are tied to 
national or international administrations or 
the university institutes which tend to con-
centrate more on developing theory (Loxley 
1994, p.  934). The subject knowledge which 
links historical knowledge with present-day 
expertise about education systems with em-
pirical analytical authority can generally be 
found or can be pooled in supra-institutional 
networks. Lack of  staff-a common occurrence 
- presents more of a problem in tackling the 
increasing workload resulting from ever more 
complicated systems and contexts. 
The latest TIMSS study can be quoted as an 
example (Baumert et al. 1997, particularly pp. 
38 f). This international comparison of  math-
ematical-scientific teaching was so demand-
ing that it only came to a successful conclu-
sion thanks to the fact that the project was 
carried out by an 'independent' international 
association of researchers, the International 
Association for the Evaluation of  Educational 
Achievement (lEA) in conjunction with na-
tional research institutes (e.g. in Germany: 
the Max-Planck-Institut fiir Bildungsfor-
schung, Deutsches Institut fur Internationale 
Padagogische Forschung), national universi-
ties (e.g. the University ofKiel and Humboldt 
University Berlin), national ministries (e.g. 
the Federal Ministry for Education, Science, 
Research and Technology in Germany), and 
international organisations, e.g. OECD. 
The International Association for the Evalu-
ation of  Educational Achievement (lEA) was 
founded in 1959 and is a non-governmental 
international association based in The Hague 
in the Netherlands, to which research insti-
tutes, universities and governmental authori-
ties from over 45 countries belong. Its role 
consists of  conducting international compara-
tive school achievement studies and thereby 
developing indicators for learning processes 
and in particular for the outcome of  learning. 
Through regular observation of  the output of 
education systems a basis of knowledge can 
be built up for users in education policy, edu-
cational administration and educational re-
search, in order to bring about improvements. 
The core subjects taught in schools are the 
main subjects for comparative studies (the 
years of  the main studies are shown in brack-
ets): maths (1964, 1980-1982, 1994-1995), sci-
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ences (1970-1971, 1983-1984, 1994-1995), six-
subject survey (science, reading comprehen-
sion, literature, French and English as for-
eign languages, political education), reading 
literacy study (1970,  1990-1991), interna-
tional study of achievement in written com-
position (1984-1985), classroom environment 
study/CES (1981-1983), computers in educa-
tion study (1987-1990), pre-primary project 
(1988-1989, 1992-1996). 
4. International organisations 
4.1 World Bank Group, by Heike Maier 
and Heinz Bartel 
Framework conditions 
At the present moment the regional empha-
sis for loans is on the Eastern Asiatic and 
Pacific area as well as Latin America and the 
Caribbean. In the human development field 
the World Bank Group5  provided 1,017 mil-
lion US$ for 18 education projects in 15 coun-
tries in the 1997 tax year (1995: 2,096 mil-
lion US$; 1996: 1, 7057 million US$) (World 
Bank Annual Report 1997, p.  18). Loans for 
education rose significantly in the 1998 tax 
year. 36 loans were granted to 28 countries. 
Only one project in Hungary
6 and one in the 
Lebanon7 dealt explicitly with vocational edu-
cation in 1998. The total credit volume for this 
sector amounted to 3,129 million US$ (World 
Bank Annual Report 1998, p. 69). That pro-
vided 11% of  the loans for the education sector. 
5 The group comprises the International Bank for 
Reconstruction and Development (IBRD), the In-
ternational Development  Association (IDA), the In-
ternational Finance Corporation (IFC), the Multi-
lateral Investment Agency (MIGA) and the Inter-
national Centre for Settlement of  Investment Dis-
putes. 
6  A programme against youth unemployment. 
Young peoples'  chances on the labour market are 
improved by improved training possibilities. Total 
cost 60.1 million US$. 
7  Under the World Bank's reconstruction work 
68.86 million US$ is being invested in the voca-
tional education system in the Lebanon, to bring 
it up to market requirements. 
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Vocational education 
The role of  vocational education in the World 
Bank has changed since the early 90s. Whilst 
in the 70s and 80s it was projects in this field 
that were promoted in particular, nowadays 
the view is that: 
'Vocational and technical skills are best im-
parted at the workplace, following general 
education. The private sector should be di-
rectly involved in the provision, financing and 
governance of vocational schooling.' (quoted 
from Watson 1996, p. 4 7) 
Watson interprets this statement in relation 
to the real drop in loans to the vocational edu-
cation sector in the following terms: 
'Because VOCED has generally proved to be 
expensive it is far easier for the Bank to sug-
gest that private employers should take on 
this role themselves: it excuses the Bank from 
becoming too heavily involved in that costly 
area again.' (Watson 1996, p. 53) 
The World Bank Group acts first and foremost 
as a bank, i.e. research, if research there be, 
is always conducted from an economic point 
of view. The problem with this is that: 
'The research base is largely restricted to that 
produced by the World Bank staff  or commis-
sioned by the Bank. The result is a self ful-
filling prophecy: Research data supports the 
policy that the Bank wishes to pursue because 
that research has already helped to shape that 
policy'. (Watson 1996, p. 49; see also: Sarnoff 
1993, p: 181-222) 
The importance of the World Bank in terms 
of  VET research tends therefore to be related 
to its role as a publisher, or in the transfer of 
knowledge. The (major) World Bank projects 
are now widely documented on the Internet. 
Via Topics (Education and Training), Regions 
and Countries or a server's global search en-
gine, researchers can call up primary infor-
mation.  8 Pdf  documents about the vocational 
8 The server can be searched e.g. with key words 
(vocational Chile) for relevant documents. _____________  VET research in other European and non-European countries 
education systems in individual countries can 
also be called up.  9 
4.2 Unesco, by Heike Maier and Heinz 
Bartel 
Framework conditions 
In the 1996/97 financial year there were 518.4 
million US$ available to UNESCO. With this 
budget, which is actually no bigger than that 
of a  sizeable university, UNESCO supports 
projects in 180 countries. Besides this budget, 
which is financed by the member states, 
Unesco also receives income from voluntary 
contributions. For the 1996/97 tax year these 
amounted to  290 million US$.  (http:// 
www.unesco.org (24 March 1999)) More than 
35% of Unesco's funds go into the education 
sector. 
The current priorities in UNESCO's work 
(http://www.unesco.org/education/educprog/ 
prog_idx.htm (1  April 1999)) are lifelong 
learning10 and learning in the 2Pt century11• 
UNESCO's work in the education sector is 
supported by the following research insti-
tutes: 
9 'The Social Protection Team is pleased to make 
available a groundbreaking set of country study 
summaries and issues briefs on vocational educa-
tion and training based on a joint  World Bank-ILO 
study, Skills and Change: Constraints and Inno-
vation in the Reform ofVocational Education and 
Training.' The views expressed here are those of 
the authors, and should not be attributed to their 
respective  organisations.'  in:  http:// 
wblnOO 18.  worldbank.org/HDN  et/Hddocs.nsf/ 
7b5f392774476c0d852566810054d98e/ 
d5afc250286633c6852566b100014bbb?Open!Xxxrrnent 
(18 March 1999). 
10 Subject areas are: Education for All Forum, Al-
ternative Education for Marginalised Youth, 
Learning without Frontiers, Early Childhood and 
Family Education, Special Needs Education, Pre-
ventive and Health Education, Information in the 
field of drug abuse prevention, UNESCO pro-
grammes and Activities for Women, Promoting 
Girls' and Women's education in Africa, in: http:// 
www. unesco.org/education/educprog/prog_idx.htm 
(1 April1999). 
0  International Institute for Educational 
Planning (IIEP), Paris; 
(http://www.unesco.org/iiep/ (6April1999).) 
0  Unesco Institute for Education (UIE), 
Hamburg; (http://www.unesco.org/educa-
tion/uie/index.html (6 April1999).) 
0  International Bureau of Education (IBE), 
Geneva; (http://www.ibe.unesco.org/ (6 
April 1999).) 
0  European Centre for Higher Education 
(CEPES), Bucharest. (http://www.cepes.ro/ 
(6 April1999).) 
Vocational education 
Unesco is the only specialised agency of the 
UN to have a mandate in the education sec-
tor. It does not have a monopoly, however. In 
1954 the following distribution of  labour was 
agreed upon between the International La-
bour Organisation (ILO) and UNESCO: 
'The ILO is primarily concerned with techni-
cal and vocational education and training in 
relation to occupational activities and welfare 
of employees. UNESCO is primarily con-
cerned with technical and vocational educa-
tion as part of  the education of  human beings 
(  ... ).Technical or vocational education which 
takes place within a general education sys-
tem is primarily a matter for UNESCO, sub-
ject to consultation with the ILO concerning 
the prospective demand for particular skills 
11 Subject areas are: World Conference on Higher 
Education, UNITWIN UNESCO Chairs Pro-
gramme, Academic Mobility and Recognition, Civ-
ics Education and Human Rights Education, 
Linguapax, Associated Schools Project Network, 
General Secondary School Curricula and Teacher 
Training Materials, Science and Technology Edu-
cation and Project 2000+, SEMEP- South Eastern 
Mediterranean Sea Project, UNEVOC- Interna-
tional Project on Technical and Vocational Educa-
tion, World Teachers' Day 1998, UNESCO and the 
Elimination of Illiteracy, International Literacy 
Day, MINEDAF VII, Working Group on Education 
Sector  Analysis (WGESA), Environmental Educa-
tion,  in:  http://www.  unesco.org/education/ 
educprog/prog_idx.htm (1 April1999) 
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and the requirements to be fulfilled in respect 
of such skills.'12 
UNESCO's work in the field of  vocational edu-
cation is essentially of  a statutory nature. The 
Recommendation on vocational education 
which was adopted in 1962 was revised in 
1974. In 1987 the first global congress on vo-
cational education was held, at which the 
draft of a  Convention on Vocational Educa-
tion was tabled. This was approved in 1989 
and ratified in 1991 by the Federal Republic 
of Germany, amongst others. 
In organisational terms, vocational education 
within UNESCO has been upgraded. In 1992 
the UNESCO Technical and Vocational Edu-
cation Project (UNEVOC) was set up. In par-
allel to this development it would appear that 
the Division for the Renovation of  Secondary 
and Vocational Education (ED I SVE) has be-
come more sharply focused on general ques-
tions of vocational education. New subject 
areas have been introduced, and are organ-
ised on an interdisciplinary basis. Currently 
an attempt is being made to involve NGOs 
more closely with projects.13 The Section for 
Science and Technology Education (http:// 
www.unesco.org/education/educprog/ste/ 
framework/activities.html (6 April 1999) 
(1996-1997) already did this in its 1996/1997 
programme14. 
The task profile of  the UNEVOC project is as 
follows: 
1.  International exchange of  ideas, experience 
and studies on policy issues; 
2.  Strengthening of national research and 
development capabilities; 
12  Memorandum from the ILO and UNESCO of 
14.10.1954 quoted from: H Kronner: Der Weg zur 
Berufsbildungs-Konvention der UNESCO, in: 
UNESCO today III (1992), p. 238. 
13 Greater account should be taken of  themes such 
as the environment, health, nutrition and social 
relations in general. 
14 Amongst other things a 6 year project on Scien-
tific, Technical and Vocational Education for Girls 
in Mrica is being run at the present moment. 
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3.  Facilitating access to data bases and docu-
mentation; strengthening of  the UNEVOC 
Network (http://www.  unevoc.de/workplan/ 
wp9899-e.htm (6 April1999). 
The board for the UNEVOC project has rec-
ommended that the work should continue 
even once the pilot stage has come to an end 
(http://www.unevoc.de/events/ev9703hq.htm 
(27 April 1999). Colin N.  Power, Deputy Di-
rector-General for Education, made a state-
ment at the second international congress on 
vocational education in Seoul in 1999, by 
which UNEVOC also feels bound. 
'Partnerships and networking will also be 
critical to meet the challenges of  globalisation 
and technological development. Working with 
the International Labour Organisation and 
the World Bank, we must adopt an integrated 
approach to TVE, a vital component of any 
development programme. At the national 
level we must encourage ministries of educa-
tion and labour to combine their theoretical 
knowledge and practical training and to work 
closer together for their mutual benefit'. 
(http://www.unesco.org/education/educnews/ 
99_03_11/letter.htm 
Specific research opportunities in the 
field of  vocational education 
Monetary Backing 
In UNESCO's 1998/99 budget some 86.7 mil-
lion US$ are earmarked for the scientific pro-
gramme from the ordinary budget, with an 
additional 62 million US$ in the extra-budg-
etary provision. The MOST programme -
Management of  Social Transformations -lies 
at the heart of  social scientific research. Indi-
vidual fields of research are as follows: 
1.  Change in multi-cultural and multi-ethnic 
societies; 
2.  towns as places with accelerated processes 
of  social change and migration issues; and 
3.  local and regional management of eco-
nomic, technological and ecological change. 
Projects which fulfil the following criteria may be 
presented in the framework of  these areas of  research: _____________  VET research in other European and non-European countries 
'Research projects are expected to be compara-
tive, inter-disciplinary, international and rel-
evant to policy. They must be conceived and 
implemented by groups or networks of re-
searchers in several countries. They must be 
internationally structured, well coordinated, 
and cover a broad scope. This implies a solid 
project framework, as well as a clearly iden-
tified cooperation procedure between the 
groups of researchers. The project proposal 
must state clearly why a comparison between 
the countries selected is likely to produce 
important knowledge for scientific questions 
and for the political decision-taking process.' 
(quoted from: http://www.unesco.de/lnfo/ 
Shs.htm#zuruck (26 April 1999)) 
There is also another interesting option for 
smaller scale projects. Every two years the 
national UNESCO offices offer Partners hip 
Programmes. 25,000 US$ is granted per 
project. The choice of subject is free. 
Instruments 
With the International Standard Classifica-
tion of  Education (ISCED) UNESCO has tried 
to create an instrument which serves 'as an 
instrument for  assembling, compiling and 
presenting statistics of  education both within 
individual countries and internationally'. (In-
ternational Standart Classification of  Educa-
tion. ISCED 1997) 
The ISCED classification was revised in 1997. 
Initial vocational training in the secondary 
sector is classified as ISCED level 3, whilst 
vocational training in the tertiary sector 
comes under ISCED level 5. The aim of this 
is to 'make existing international statistics on 
education more transparent' (Statistisches 
Bundesamt Wiesbaden 1997, p. 8) 
Communications 
For scientists working in the vocational edu-
cation sector UNEVOC is /is becoming a cen-
tral communications interface. The following 
interactive activities are currently up and 
running: 
0  A mailing list - the UNEVOC E  Forum 
(http://www. unevoc.de/forum.htm (  6 April 
1999)-which can be used for the general, 
interactive exchange of  information; 
0  UNEVOC-Info (a free E-journal)15; 
0  UNEVOC Network covers UNEVOC cen-
tres in the UNESCO member states16; 
0  Publications17• 
Materials 
Materials which are of  relevance to vocational 
education can be consulted using the follow-
ing databases: 
0  Innodata  (http://www.software-
engineering.ch/Infobases/IBE/InnoDatal (  6 
April1999) 
The emphasis of  the data files is on reports 
on innovative concepts/projects in the pri-
mary and secondary sectors; 
0  UNESBIB (http://unesdoc.unesco.org/ulis/ 
unesbib.html (6 April1999) 
Bibliography of UNESCO printed docu-
ments and publications (reference data-
base); 
0  UNESDOC (http://unesdoc.unesco.org/ulis/ 
(6 April 1999) 
15 UNEVOC INFO No. 4/1998, Contents: Regional 
Conferences to prepare for the Second Interna-
tional Congress on Technical and Vocational Edu-
cation, Seoul, Republic of  Korea; UNESCO-OEEK 
Symposium on Vocational Education and Train-
ing (Greece); International Conference on New 
Developments and Models of Reform with focus 
on South East Asia (China); Information Technol-
ogy and Technical and Vocational Education; Na-
tional Seminar on Technical and Vocational Edu-
cation  (Republic  of  the  Congo),  http:// 
www.unevoc.de/uc-info/toc-e.htm (6 April1999). 
16 The address list can be called up under: http:// 
www. unevoc.de/direct'directory.htm (  6 April1999). 
17 Many publications are already available as pdf-
downloads,  http://www.unevoc.de/publicat/ 
publicOO.htm (6 April1999). 
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UNESDOC contains documents from 
UNESCO bodies (General Conference, Ex-
ecutive Board, Director etc. (full text data-
base); 
0  World  Data  on  Education  (http:// 
www.ibe.  unesco.org/Inf_Doc/N  at_reps/ 
natdb96.htm (6 April 1999) 
Country profiles can be looked up in this 
database (full text database). 
4.3 International Labour Organisation 
(ILO), by Heike Maier and Heinz Bartel 
Framework conditions 
The International Labour Organisation (ILO) 
(www.ilo.org (17 May 1999) Delimitation from 
UNESCO, see above) which was founded in 
1919 is the only UN Organisation whose bod-
ies are composed on a tri-partite basis of  rep-
resentatives of governments, employers and 
workers. The ILO lays down statutory re-
quirements in conventions and recommenda-
tions in the field of labour law, contractual 
and organisational freedom,  abolition of 
forced labour, etc. Training is one of the or-
ganisation's main priorities. This can be seen 
for example in ILO Convention 142 (1975) on 
Vocational Guidance and Training in the De-
velopment of  Human Resources and in Con-
vention no.  159 (1983) on Vocational Reha-
bilitation and Employment (Disabled Persons) 
(www.ilo.org/public/english&60mpfor/ 
over.htm (17 May 1999)). But it also provides 
concrete support in the fields of vocational 
education, rehabilitation, labour market 
policy, labour administration, working condi-
tions, labour law, etc. The organisation's 
budget  for  these  tasks  amounted  to 
79,500,000 US$ in 1996/97 (1998/99 esti-
mated 569,080,000 US$) (http://www.ilo.org/ 
public/english/200progr/pb/98/draftbud.htm 
(17 May 1999)). 
Field programmes, technical programmes and 
action programmes are conducted. The field 
programmes are represented by continental/ 
regional institutes. The South American re-
gion is one of the most active here with the 
CINTEFOR research and documentation cen-
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tre and MERCOSUR18•  The action pro-
grammes are basis-oriented and run across 
the field and technical programmes. 
The technical programmes are thematically 
structured  operational  units  (http:// 
www.ilo.org/public/englishldepts/depts.htm 
(17  May 1999), http://www.ilo.org/public/ 
english/130inst/index.htm (17  May 1999)). 
The units include the International Institute 
for Labour Studies (http://www.ilo.org/public/ 
english/10ilc/ilc83/dg-repc.htm#Heading10 
(19 May 1999)) and the International Train-
ing Centre. The former deals with interna-
tional labour market research, the Turin-
based Training Centre provides amongst 
other things (further) training for officials 
from educational administrations, trade un-
ions, etc. 
Vocational education 
The ILO's main task is that of: 
'[ ...  ]developing the policy-making capacity of 
governments, employers' and workers' organi-
sations and strengthening dialogue and co-
operation in the field of training. These ac-
tivities took the form of the dissemination of 
information to constituents, policy dialogue 
and the provision of advisory services.' 19 
A survey was conducted in co-operation with 
the World Bank, looking at the 'best practice 
in training policies' in 15 countries in the proc-
ess of transformation.  20 Plenty of advice and 
technical support was also offered or provided 
relation to the implementation/further devel-
18 SEAPAT is the Asiatic counterpart ofCINTER-
FOR, although it has not yet achieved the level of 
professionalism and quality of the latter. http:// 
www.ilo.org/public/englishlmdtmanil/index.htm 
(18 May 1999). 
19 Constraints and innovations in vocational train-
ing reform (a joint World Bank/ILO publication) 
(in preparation). 
2°  Country studies were drawn up for Indonesia, 
Tunisia, and China. http://www.ilo.org./public/ 
english/10ilc/ilc83/dg-repc.htm#fn35 (19 May 
1999) _____________  VET research in other European and non-European countries 
opment/assessment of national training sys-
tems.21 
The Employment and Training Department 
(EMP-FORM)22 with its Training Policies and 
Systems Branch (POLFORM) has overall re-
sponsibility for vocational education. (http:// 
www.ilo.org/public/english/60empfor/polform/ 
over.htm (18 May 1999))A total of28,000,000 
US$ was available from the ordinary budget 
in 1998/99 (1996/97: 28,000,000 US$). The fol-
lowing projects were amongst those imple-
mented (in partial co-operation with there-
gional bureaus): 
0  Training Policies and Systems 
'The  objective  of the  technical  pro-
gramme  ... is the improved capacity ofiLO 
member countries to design and put into 
work-related training policies and systems, 
contribution to human resource develop-
ment as a critical element in achieving eco-
nomic growth and social equity'.23 
0  Training Policy Reforms: The Evidence 
This project was conducted in collaboration 
with the World Bank. Resistance to and in-
novation related to reforms in the voca-
tional education field were documented in 
17 countries.  24 
21  Additional programmes: Employers Activities, 
Enterprise and Cooperative Development, Equal-
ity for Women, Multinational Enterprises, Statis-
tics etc., see http://www.ilo.org/public/english/ 
depts/depts.htm (17 May 1999). 
22  The former departments for Training Policies 
and Programme Development and the Vocation 
Training System Management were dismantled as 
a result of  restructuring. 
23 Gill, Indermit/Flutman, Fred (Publ.): Constraints 
and Innovation in the Reform ofVocational Educa-
tion and Training, no page, no year. The countries 
looked at  were: Chile, China, Czech Republic, Egypt, 
Hungary, Indonesia, Jordan, Kazachstan, South 
Korea, Malaysia, Mexico, Poland, Russia, South  Af-
rica, Tanzania, West Bank/Gaza, and Zambia. http:/ 
/www. ilo. org/public/  english/60em  pfor/polform/ 
prog6.htm (18 May 1999). 
24  10 countries were studied: Australia, Belgium, 
Brazil, Canada, Denmark, France, Pakistan, South 
Korea, United Kingdom, United States. http:// 
www.ilo.org/public/english/60empfor/polform/ 
prog6.htm (18 May 1999). 
0  Management of  Vocational Education and 
Training 
This research project produced a handbook 
edited by Vladimir Gasskov. 
'It (the handbook) provides state-of-the-art 
knowledge relating to managing and or-
ganising vocational education and train-
ing (VET) systems and draws upon lessons 
from experience, current trends, and best 
practice in the administration of public 
training service around the world.' (http:// 
www. i l o. or  g/  public/english/  6 0 em  p for  I 
polform/prog10.htm (18 May 1999)) 
0  Evaluation of  Training 
W. Norton Grubb (University of  California 
at Berkeley) and Paul Ryan (University of 
Cambridge) attempt to provide an overview 
of  theory and practice in the field of  assess-
ment in this research project. 25 
0  Strategic Partnership in Training 
A research project on the role of the state 
and of companies. 
'The study indicated that effective partner-
ships require not only a favourable policy 
environment and incentives but also 
greater capacity of the social actors in-
volved, particularly employers and work-
ers and their organisations. This means, 
inter alia, strengthening worker/  employer 
perspectives- policies, strategies and 
mechanisms-in order to enable worker and 
employer organisations to participate more 
effectively in the governance of training 
systems and to deliver information and 
services for their affiliates.' (http:// 
www.ilo.org./public/english/60empfor/ 
polform/prog7.htm (19 May 1999)) 
25  http:/  /www.ilo.org./public/  english/60em  pfor/ 
polforrnlprog5.htm (19  May 1999).  26 countries 
were looked at: Australia, Chile, Denmark, France, 
Germany, India, Ireland, Ivory Coast, Japan, Ma-
laysia, South Africa, Spain, United Kingdom, 
United States. 
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As  a  result of this research project 
POLFROM is currently developing an 'Ac-
tion Programme on Social Dialogue on 
Training' which should give rise to new, 
innovative forms of co-operation between 
the social partners. 
0  Training Policy Analysis: A methodology 
(http: I I www. ilo.org. I public I english I 
60empforlpolformlprog12.htm (19 May 
1999)) 
'While training systems and training issues 
differ considerably from country to coun-
try, it was felt that, as in the case of a doc-
tor examining a patient to cure an ilness, 
the method of arriving at sensible policy 
options need not vary across borders. It was 
consequently decided to try and develop, 
on the basis of  practical experience, a meth-
odology of training policy analysis in a for-
mat suitable for use in workshops and 
seminars targeted at training system offi-
cials in general, and at training policy ana-
lysts in particular. (  ... )A training package, 
containing six modules, has therefore been 
developed in the form of an elaborate, com-
puter-aided slide show, using MS-Power 
Point.' 
0  Skills Training and Employment in Con-
flict-Affected Countries
26 
Research opportunities in the field of 
vocational education 
0  Instruments/statistics (http://www.ilo.org./ 
public/english/120stat/class/index.htm) 
Analogous to the ISCED classification, the 
ILO provides the following classifications: 
(http://www.ilo.org./public/english/190bibll 
dblist.htm) 
26  The subjects of basic labour statistics include 
the economically active population, unemployment 
and underemployment, average earnings and 
hours of work, time rates of wages and normal 
hours of work, labour cost, consumer price indi-
ces, household expenditure and household income, 
occupational injuries and occupational diseases, 
and industrial disputes (strikes, lockouts and other 
action due to labour disputes) http://www.ilo.org./ 
public/english/120stat/index.htm (20 May 1999). 
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International Standard Classification 
of Occupations (ISCO) 
International Classification of Status 
in Employment (ICSE) 
International Standard Industrial 
Classification of all Economic Activi-
ties (ISIC) 
Classifications of  occupational injuries 
(formerly industrial accidents) 
0  Materials 
Materials which can be of relevance to vo-
cational education can be called up via the 
following online databases: (OECD Annual 
Report 1999) 
ILODOC 
Database containing more than 50,000 
files. ILO material is indexed in three 
languages. Monthly update (reference 
database). 
ILOTERM 
Glossary for English, French, Spanish 
and German specialist terms from the 
vocational sphere 
- NATLEX (ILlS) 
Database which documents national 
labour law 
LABORDOC 
The database, which contains all the 
material from the ILO's documenta-
tion centre (including non-ILO docu-
ments), is currently not available on-
line. A CD-ROM is being prepared for 
1999. 
4.4 Organisation for Economic Co-
operation and Development (OECD), by 
Brigitte Steinert and Heike Maier 
Framework conditions 
The Organisation for Economic Co-operation 
and Development (OECD) which is based in 
Paris was founded in 1961.  Its 29  member 
states are amongst the richest countries on 
earth. Its role is to promote economic devel-
opment, employment and living standards 
and to contribute to the development of the _____________  VET research in other European and non-European countries 
world economy and world trade. The organi-
sation sees its main task as being the plan-
ning, coordination and intensification of eco-
nomic  co-operation  and  development, 
encouraging economic development with full 
employment and monetary stability. The 
OECD's current annual budget amounts to 
200 million US$, contributed by member 
states in proportion to their ability to pay. 
Around 80% of this budget goes in staffing 
costs. (78) Besides this core budget, countries 
may also participate in specific projects or pro-
grammes on a voluntary basis. Overall there 
are more than 200 committees, working par-
ties and expert groups which ascertain sta-
tistical data, collect, assess and make it avail-
able to the public in co-operation with the 
Secretariat in Paris. 
General and vocational education 
UNESCO, EUROSTAT and the OECD co-op-
erate under the aegis of  the OECD to achieve 
the international comparability ofWithin the 
OECD questions on general and vocational 
education are mainly handled in the Depart-
ment for Statistics and Indicators in the 
OECD's Directorate for Education, Employ-
ment, Labour and Social Questions. Promo-
tion and support for the development of re-
search activities and the introduction and 
testing of  innovations in the education sector 
is carried out by the Centre for Educational 
Research and Innovation (CERI) which was 
set up in 1968. 
Current OECD activities related to educa-
tional development and research are concen-
trated in particular on the areas of educa-
tional statistics, developing a  framework 
concept for the international comparison of 
education systems, and the international com-
parative measurement of student perform-
ance. Since 1992 the OECD has been produc-
ing a series of educational indicators- 'Edu-
cation at a Glance - OECD Indicators'- on a 
yearly basis, as well as investigations into 
individual questions on the indicator table as 
'Education Policy Analysis'. Within the INES 
network (indicators of  education systems) the 
individual member states work on and sup-
port the drawing up of indicators for central 
areas of the education sector, priorities may 
change and include: the demographic and so-
cial context, educational expenditure and 
staffing, costs and returns, participation in 
education, decision-takers and structures, 
student performance and diplomas, employ-
ment figures. From an analytical point of  view 
for the industrialised nations which belong 
to the OECD, this collection of statistics and 
indicators is much more highly differentiated 
than are UNESCO's Statistical Yearbooks. 
the databases and classification systems in 
the INES framework. The 'International 
Standard  Classification  of Education' 
(ISCED) which was produced in 1976 by 
UNESCO's educational statistics department 
and which has served to collect, collate and 
publish national and international educa-
tional statistics, has since been updated by 
the OECD and published under the title 'Clas-
sifying Educational Programmes, Manual for 
ISCED-97. Implementation in OECD Coun-
tries'. The Programme for International Stu-
dent Assessment (PISA) is also based within 
the INES indicator programme. PISA aims 
at providing participating states with com-
parative data on the efficiency of  their educa-
tion systems. For this purpose, starting in the 
year 2000, the skills of 15 year old students 
which are essential to a successful life style 
will be assessed at 3-yearly intervals. The 
emphasis will change each time round, but 
the areas to be covered are reading compre-
hension, maths, science, and cross-subject 
skills. 
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Annex: Addresses of national 
research institutions, interna-
tional scientific societies and 
international organisations27 
National research institutions 
Australia 
Australian Council for Educational Research 
(ACER) 
19 Prospect Hill Road 
Camberwell VIC 3124 
Tel.: (03)92775555 
Fax: (03)92775500 
Email: info@acer.edu.au 
Homepage: http://www.acer.edu.au 
National Centre for Vocational Education 
Research (NCVER) 
252 Kensington Road 
Leabrook SA 5068 
Adelaide 5000 
Tel.: (61)883338400 
Fax: (61)883319211 
Email: ncver@ncver.edu.au 
Homepage: http://www.ncver.edu.au/ 
Argentina 
Centro de Estudios de Poblaci6n 
Casilla de Correa 4397 
Correa Central 
1000 Buenos Aires 
Argentina 
Tel.: 541 - 961-0309 
Fax: 541 - 9618195 
e-mail: cenep@cenep.satlink.net 
http://www.undp.org/regionlllatam/argentinal 
cenep 
27 Although compiled carefully, the information 
given here does not claim to be complete or with-
out any mistakes. Since the manuscript was final-
ised by autumn 1999, addresses, persons and tasks 
may have changed in the meantime. 
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Brazil 
Centro  Internacional  para  Educacao, 
Trabalho e Transferencia de Tecnologia 
Rua Mariz e Barros 678, 1  o andar-Tijuca 
20270-002 Rio de Janeiro- RJ 
TeL/Fax: 021 567-6363 
e-mail: ciet@ciet.senai.br 
http://www.ciet.senai.br 
Centro Internacional para a  Formacao, 
Informacao e Transferencia de Tecnologia, 
CIET 
Rua Mariz e Barros, 678, 1  o andar 
Tijuca, Rio de Janeiro 
RJ - Brasil, CEP 20270-002 
TeL/Fax: (+55) 21/567 6363 
Internet: http:/  /www.ciet. senai.  br 
SENAI-SP 
:Diretoria de Organizacao e  Planejamento 
(DOP), 
Divisao  de  Pesquisa,  Planejamento  e 
Avaliacao (DPPA 
Praca Alberto Lion, 100 
Cambuci, Sao Paulo 
SP - Brazil, CEP 01515-000 
Tel.: (+55) 11/3341-1997 
Internet: http://www.sp.senai.br 
Centro de Documentacao Tecnica 
Rua Dona Mariana, 48, 1  o an  dar 
Botafogo, Rio de Janeiro 
RJ - Brazil, CEP 22280-020 
Tel.: (+55) 21/266-1522 o. 2117 o. 2118 
Internet: http://www.senac.br 
Secretaria Executiva da "Revista Educacao & 
Tecnologia' 
Centro Federal de Educacao Tecnol6gica do 
Parana (CEFET-PR) 
Programa de P6s-Graduacao em Tecnologia 
(PPGTE) 
Av. Sete de Setembro, 3165 
Curitiba - PR 
PR - Brazil, CEP 80230-901 
Tel.: (+55) 41/322-4544 
Fax: (+55) 41/224.5170 
Internet: http:/  /www.nupes.cefetpr.  br ____________  VET research in other European and non-European countries 
People's Republic of  China 
Regional Institute for Vocational Education 
Liaoning 
46-2a Chongshan Dong Lu 
Huanggu District 110032 
Shenyang, P.R. China 
Regional Institute for Vocational Education 
Shanghai 
No. 520 Hutai Road 
Shanghai200065 
P.R. China 
Central Institute for Vocational Education 
Peking 
40a Xidan Damucang Hutong 
100032 Beijing, P.R. China 
Shanghai Institute of Human Resource De-
velopment 
21 Cha Ling North Road 
Shanghai 200032 P.R. China 
Japan 
The Japanese Institute of Labour (JIL) 
8-23, Kamisyakujii, 4-chome, N erima-ku, 
Tokyo 177 
Japan 
Tel: 03(5991)5103 
Fax:03(3594)1112 
Internet: //www.jil.go.jp 
Polytechnic University 
1960. Aihara 
Sagamihara, Kanagawa 
Japan 
Tel. (0427)61-9911 
National Institute for Educational Research 
of Japan (NIER) 
Simomeguro 6-5-22 
Meguro, Tokyo 153-8681 
Japan 
Tel.: 03(5721)5150 
e-mail: webmaster@nier.go.jp. 
Internet: //www.nier.go.jp 
Canada 
Canadian Education Association (CEA) 
252 Bloor St. West 
Suite 8-200 
Toronto, Ontario, M5S 1  V5 
Phone: (416) 924-7721 
Fax: (416) 924-3188 
http:\\ www.acea.ca 
Social Sciences and Humanities Research 
Council of Canada 
350 Albert Street 
Box 1610 
Ottawa, ON Canada 
Tel: (613) 992-0691 
Fax: (613) 992-1787 
z-info@sshrc.ca 
http://www. sshrc.ca 
Strategic research networks in education and 
training des SSHRC: 
Overview: 
http://socserv2.mcmaster.ca/srnet/srnet.htm 
NALL: New Approaches to lifelong learning: 
lifelong linking of formal, nonformal and in-
formallearning: current practices, social bar-
riers and new approaches 
Network leader: Dr. David W. Livingstone 
The Ontario Institute for Studies in Educa-
tion of the University of  Toronto 
252 Bloor Street West 
Toronto, Ontario, Canada 
M5S 1V6 
Telephone: (416) 923-6641 
FAX: 416-926-4  725 
http://www.oise. utoronto.ca/depts/sese/csew/ 
nalllindex.htm 
Training matters: education and training for 
new forms of  work: canadian experiences and 
in  tern  a tional perspectives 
Dr. Carla Lipsig-Mumme 
Centre For Research On Work and Society 
276 York Lanes 
York University 
4700 Keele Street 
Toronto, Ontario, CANADA 
M3J 1P3 
FAX: (416) 736-5916 
PHONE: (416) 736-5612 
http:/  /www.yorku.ca/research/crws/network/ 
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english/  english.htm 
EvNet: Network for the evaluation of educa-
tion and Training technologies 
Network leader: Dr. Carl Cuneo 
KTH 214 Dept. of Sociology 
KTH-608 McMaster 
University 1280 Main St. W. Hamilton 
Ont. L8S 4M4 
Ph. (905)-525-9140, x23602, x24021 Fax: (905) 
628-3545; 
E-mail:  cuneo@mcmaster.ca 
Carl. Cuneo @LRSH. mcmaster. ca 
cuneo@western.  wave.ca; evnet@mcmaster.ca 
WRNET: The western research network on 
education and training: the link between edu-
cational provision, processes and outcomes 
Network Leader: Dr. Jane Gaskell 
Western Research Network on Education and 
Training 
Faculty of Education, UBC 
2125 Main Mall 
Vancouver, BC, Canada 
V6T 1Z4 Phone (604) 822-5708 
Fax  (604)  822-8971 
wrnet.educ@ubc.ca 
E-mail: 
Relations formation emploi: analyse des 
modes de collaboration entre les partenaires 
de la formation, des effets sur leur organisa-
tion et des resultats pour les apprenants 
Network Leader: Marcelle Hardy 
www. uquebec.ac 
hardy.marcelle@uquam.ca 
UNEVOC Canada 
Chris Chinien, Ph.D. 
Director, UNEVOC-Canada, 
Faculty of Education, 
University of Manitoba, 
Winnipeg, Manitoba, Canada, R3T 2N2; 
Telephone: (204) 474-8271; 
Fax: (204) 474-7550; 
E-mail: chinien@cc. umanitoba.ca 
http://www. umani  to  ba.  ca/  ou  treach/unevoc/ 
about/ 
Human Resources Development Canada 
140 Promenade du Portage 
Hull, Quebec 
K1A-OJ9 
Fax 953-8584 
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http:/  /www.hrdc-drhc.gc.ca/ 
in particular the Applied research branch 
ARB 
VOYER, Jean-Pierre 
Director General 994-1620 
Jean-Pierre.  Voyer@spg.org 
http://www.hrdc-drhc.gc.ca/arb/contacts/ 
contacts.shtml 
Humber College 
Humber Research network 
Dr. Peter Dietsche 
205 Humber College Boulevard 
Etobicoke, ON., M9W 5L7 
Russian Federation 
Institute for the Development of Vocational 
Education, Moscow 
Institut  razvitija  professional'nogo 
obrazovanija 
ul. Chernjakovskogo, 9 
125319 Moskva 
Director: Prof. Dr. Igor P. Smirnov 
Russian Academy of Education, Vocational 
Education Department 
Rossijskaja  Akademija  Obrazovanija, 
Otdelenie professiona  'no  go obrazovanij  a 
ul. Pogodinskaja, 8 
119905 Moskva 
Leader: Prof. Dr. Alexander M. N ovikov 
State Vocational Education University of  the 
Urals, Ekaterinburg 
U ralskij Gosudarstvennij Professional  'no-
Pedagogiceskij U niversitet 
ul. Masinostroiteli, 11 
620012 Ekaterinburg 
Rector: Prof. Dr. Gennadij M. Romantsev 
Institute for Technical Vocational Education 
of the Russian Academyof Education, St. Pe-
tersburg 
Insti  tu  t  professional  'no-techniceskogo 
obrazovanija  Rossijskoj  Akademii 
Obrazovanija 
ul.Chernjakovskogo, 2 
191119 St. Petersburg 
Director: Prof. Dr. Antonina P. Beljajeva ____________  VET research in other European and non-European countries 
Switzerland 
See Swiss Text (Chapter 2.6). 
Turkey 
The Research and Development Centre of 
Vocational and Technical 
Education (METARGEM) 
G.M.K. Bulvari No: 109/1 
06570 Maltepe I Ankara 
Turkey 
Tel: (  +90-312) 2 31 02 89 
Fax: (  +90-312) 2 31 55 43 
Fax.: +90-312 2 31 55 43 
United States of  America (USA) 
National Center for Research in Vocational 
Education 
University of California, Berkeley, 
http://ncrve.berkeley.edu/Default.html 
Latin America 
CINTERFOR 
Avda. Uruguay 1238, Montevideo, Uruguay 
Tel.: 005982 90 20 557 
Fax: 005982 92 13 05 
e-mail: Cinterfor@attmail.com 
http:/  /www.cinterfor.org. uy 
Biblioteca N acional de Maestros y  Centro 
N acional de Informacion Educativa 
Pizzurno 935 P.Baja, 1020 Buenos Aires 
Fax: 0054-1 811-0275 
Independent supra-regional and inter-
national scientific societies and 
research institutes 
International Association for the Evaluation 
of Educational Achievement (lEA) 
lEA Secretariat 
Herengracht 487 
1017 BT Amsterdam 
The Nether  lands 
Tel.: +31 20 625 3625 
Fax: 31 20 420 7136 
E-Mail: Department@iea.nl 
URL: http://uttou2.  to. utwente.nl 
International organisations and their 
research and documentation institutes 
Organisation for Economic Co-operation and 
Development (OECD) 
OECD Headquarters (Int. Secretariat) 
2, rue Andre- Pascal 
F 75775 Paris Cedex 
Tel. and Fax: (  0033) 1-45248200 
URL: http:/  /www.oecd.org 
United Nations Educational, Scientific and 
Cultural Organization (UNESCO) 
UNESCO Headquarters 
7, place de Fontenoy 
F -7 5352 Paris 
Tel.: (0033) 1-45681000 
Fax: (0033) 1-45671690 
International Labour Organisation (ILO) 
ILO Headquarters 
4 route de Morrillons 
CH-1211 Geneva 
Tel.: (0041) 22-7996111 
Fax: (0041) 22-7988685 
E-mail doscom@hq1.ilo.ch. 
World Bank Group 
1818 H Street, N.W., 
Washington, D.C. 20433 USA 
European Office: 
66, avenue d'Iena, 
F-75116 Paris 
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Introduction 
Vocational education and training has not 
only been an issue for training, social and 
employment policies, but is also of  paramount 
importance within the research framework. 
Many questions and issues are still unsolved 
and indicate the necessity for  coordinated 
comparative research for national and Euro-
pean policy making. What are the pathways 
and bridges between learning and work in 
Europe and how can they be developed? How 
do learning strategies and policies integrate 
with new trends in employment and work? 
These research questions-among many oth-
ers-are addressed in the key action on: 'Im-
proving the socio-economic knowledge base' 
under the horizontal programme: 'Improving 
the human research potential'1  of the fifth 
framework programme (FP5)  for  research, 
technology and development (RTD  ). 
The horizontal programme 'improving the hu-
man research potential and the socio-economic 
base',  or human potential as it has become 
known, has evolved from the research priori-
ties addressed by two former programmes 
'training and mobility Qf researchers' (TMR) 
and 'targeted  socio-economic  research' 
(TSERP. 
The human potential programme for 1998 to 
2002 consists of  five distinct actions3• Through 
these activities the programme is at the fore-
front of enhancing European mobility and 
cooperation in recognition of  the essential role 
played by education and training: 
1 Council Decision 99/173/EC of 25 January 1999 
- OJ L 64, 12.3.1999, p. 105. In addition, Council 
Decision 99/65/EC concerning the rules for the par-
ticipation of undertakings, research centres and 
universities and for the dissemination of  research 
results for the implementation of the fifth frame-
work- OJ L 26, 1.2.1999, p. 1. 
2 Council Decision 94/915/EC of15 December 1994 
-OJ L 361/77, 31.12.1994. 
3 For further information on the activities of the 
human potential programme see Website http:// 
www.cordis.lu/improving. 
a) supporting training and mobility of re-
searchers implemented through two lines: 
research training networks and Marie 
Curie fellowships; 
b) enhancing access  to  research infrastruc-
tures, implemented through trans-national 
access to major research infrastructures, 
infrastructure cooperation networks and 
research infrastructure and research infra-
structure RTD projects; 
c)  promoting scientific and technological ex-
cellence, implemented through high-level 
scientific conferences, distinctions for high-
level research work and raising public 
awareness activities; 
d) support for  the development of scientific 
and technology policies in Europe, imple-
mented through strategic analysis of spe-
cific political issues and the establishment 
of a common basis of science, technology 
and innovation indicators; 
e)  the key action on 'improving the socio-eco-
nomic knowledge base', helping to provide 
a solid research foundation towards a 'Eu-
rope of knowledge'. 
The research outcomes on 'vocational educa-
tion and training', all refer to research projects 
under the key action and its former pro-
gramme 'targeted socio-economic research'. 
1. Description of  the key 
action: 'improving the socio-
economic knowledge base' 
1.1 Introduction 
The key action 'improving the socio-economic 
knowledge base'4 is one of the action lines of 
the horizontal programme: 'improving human 
potential and the socio-economic knowledge 
base' of the fifth framework programme (FP5) 
for research, technology and development 
4  For further information on the key action, see 
website http://www.cordis.lu/improving. 
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(1998-2002). Its indicative budget is EUR 165 
million. 
The overall aim of  the key action is to improve 
through research understanding of the ma-
jor structural changes taking place in Euro-
pean society, to identify ways of managing 
these changes and to involve European citi-
zens more actively in shaping their own fu-
ture. 
The key action utilises, builds upon and ex-
tends work carried out in the TSER (targeted 
socio-economic research) programme of the 
fourth framework programme (FP4). It is 
implemented through RTD projects, thematic 
networks, research infrastructures and vari-
ous types of accompanying measures. 
As well as improving the social science knowl-
edge base, this key action aims to mobilise 
the social science research community in Eu-
rope and to develop a process of dialogue be-
tween this community, policy-makers at all 
levels and other key actors. Effective target-
ing and dissemination of results is a key fea-
ture. All the activities are expected to lead to 
policy relevant insights. As such the key ac-
tion will help to sensitise policy-makers to the 
importance of socio-economic research. 
1.2 Rationale and objectives of the key 
action 
The European Union draws its strength both 
from the social and cultural diversities of its 
members as well as from the similarities of 
their experiences and common values. The 
Community also has a  solid tradition of re-
search in social and economic science and the 
humanities, which need to be mobilised to 
identify economic and social trends and re-
quirements, both current and future, in or-
der to contribute to the Community's competi-
tiveness and quality of life of its citizens. 
In a period of increasing challenges, such as 
unacceptable levels of  unemployment, an age-
ing population, the globalisation of  economies, 
an increase in inequalities, and a  declining 
relative contribution to the world economy, 
European society will have to undergo 
changes towards achieving sustainable socio-
380 
economic development, the improvement of 
the quality of life of all its citizens and to 
maintain and enhance Europe's competitive 
position in the world. Social sciences must 
therefore be in a position to respond to these 
challenges, overcome national boundaries, 
through reinforcing cooperation and enhanc-
ing their analytical capacity and thereby sup-
porting policy-making. Furthermore, the proc-
ess of European integration has given rise to 
a  new object of study - European society -
which is different from the sum of  its compo-
nents, although clearly dependent on them. 
The objective of this key action will be to im-
prove our understanding of the structural 
changes taking place in European society in 
order to identify ways of managing change 
and to involve European citizens more ac-
tively in shaping their own futures. This will 
entail the analysis of the main trends giving 
rise to these changes, the analysis of the re-
lationships between technology, employment 
and society, the impact of new technologies 
on working conditions, the re-appraisal of 
participation mechanisms for collective action 
at all levels of governance and the elabora-
tion of new development strategies fostering 
growth, employment and economic and social 
cohesion. 
This key action covers a number of subjects 
linked to the general objectives of the frame-
work programme and aims at defining the 
base for employment-generating social, eco-
nomic and cultural development and for build-
ing a European knowledge society. These sub-
jects should not be seen in isolation, but as 
interrelated parts of a coherent and compre-
hensive framework. 
Support will aim at developing a conceptual 
understanding of the processes described 
above, built upon empirical, comparative and 
prospective research, including constructing 
and integrating data and indicator systems 
and establishing a  common research infra-
structure. These activities will therefore con-
tribute to provide the policy decision-making 
process with a sound knowledge of the chal-
lenges facing Europe, of their main conse-
quences and of  possible policy options to tackle 
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1.3 Thematic framework for this key 
action 
Societal trends and structural changes 
Against a background of  profound structural, 
demographic and social changes, research 
within this theme will aim at elucidating the 
complex interactions between societal trends, 
life chances, changes in family structures, 
economic changes, labour market institutions, 
cultural patterns and value systems, taking 
European regional diversities into account. 
The analysis will include the phenomena of 
xenophobia, racism and migration. Attention 
will be focused on the impact on economic 
development, social integration, social protec-
tion and factors of  social inequalities and dis-
crimination. 
The study of  these interactions will provide a 
better understanding of  the changing patterns 
of work and organisation of time, of the use 
of  new types of  atypical and part-time or tem-
porary jobs, of the capacity of education and 
training to prepare individuals over their life-
time to a  changing environment and to en-
hance knowledge of  the gender issue in Euro-
pean society. Research work will provide a 
sound knowledge base and contribute to the 
formulation and development of  the relevant 
European policies. 
Technology, society and employment 
Research under this theme aims to under-
stand better the relationship of interdepend-
ency and embeddedness between technology 
and society and to contribute to an integrated 
approach to planning and development. While 
the need for integrating social, institutional 
and environmental concerns in the technologi-
cal development process is now accepted, the 
possible options vary according to different 
kinds of  technologies, the state of  their devel-
opment and diffusion in society. Research will 
be undertaken on methods of interaction be-
tween the various actors concerned- suppli-
ers, users, advisory bodies, decision makers 
and public authorities. An improved un-
derstanding of the deployment and the im-
pact of  technologies in various socio-economic, 
territorial, institutional, political and cultural 
contexts in the Union is expected to arise from 
this work. Research will also examine the role 
of the public sector in the innovation process 
and how authorities interact with other part-
ners. 
Attention will be paid to the relationships 
between technology and employment, in par-
ticular the new information and communi-
cations technologies and the new ways of 
organising production and labour, including 
newly emerging professions, the geographi-
callocation of  employment, changes in work-
ing conditions and in workforce skills. The 
role of  innovation in education and training, 
the concept of lifelong learning, as well as 
how education and training can stimulate in-
novation, promote employment, social inte-
gration and equal opportunities, will also be 
examined. 
Governance and citizenship 
In the context of  European integration, there 
is a need to reassess the role of the different 
levels of  governance in Europe (local, regional, 
national and supranational). The aim will be 
to analyse the mutual articulation of  respon-
sibility and accountability at all levels and 
their real capacity as agents of  change, whilst 
allowing for the development of mechanisms 
of  dialogue, deliberation and decision-making 
to ensure effective cooperation between all the 
actors concerned. 
Research will set out to explain to what ex-
tent the various types of  economic and social 
regulation in Europe are the consequences of 
a specific socio-institutional and cultural con-
struction, in order to define better European 
integration strategies. It will address both 
regulation by public authorities as well as civil 
initiatives and structures such as political 
parties, public interest groups and social part-
ners. The examination of the role of public 
authorities will also cover the reassessment 
of  their missions, and of  the concept of public 
service and the notion of public interest. In 
this framework, analysis of the evolution of 
welfare systems will be a  key element. In 
these analyses of governance, the notion of 
political, economic and social power will also 
be taken into account. 
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The analyses will be accompanied by the 
study of the concept of  citizenship across Eu-
rope, and of types and systems of participa-
tion of citizens and regulation to which they 
give rise. Research will also analyse the in-
fluence of the various components of culture 
(traditions, language, history, heritage, reli-
gions, migrations) and of  educational models 
on the development of  values. Analysis at the 
level of the individual could complement, 
where appropriate, research in this area. The 
role of media in a global economy, in which 
international audio-visual cultural products 
are increasingly present, will also be ex-
amined. The analyses will examine the inter-
relationships between governance and citizen-
ship. 
New development models fostering 
growth and employment 
This prospective work will seek to explore 
new sustainable development models to fos-
ter growth, job creation, equal opportunities, 
the reduction of inequalities and the im-
provement of quality of life. It will investi-
gate the dynamics of creation and distribu-
tion of wealth and the role of the public sec-
tor in this context in a globalised economy 
where 'intangible' and service factors pre-
dominate. This will involve the development 
of indicators and methodologies for assess-
ing the social and economic added value of 
various production models, identifying com-
petitiveness factors including human capi-
tal, and characterising the different policies 
best adapted to the European economic area, 
taking into account Europe's regional diver-
gences, and to the evolution of Europe in 
world economic relations. 
Research will concentrate on analyses of is-
sues such as organisational innovations, new 
types of work and employment including the 
working potential of  the older population, re-
sponses to the increasing demand for  serv-
ices, the development of non-profit mutual 
support activities, and innovations in socio-
economic partners cooperation. Socio-eco-
nomic and demographic differences across 
Europe and the impact of the development 
models on economic and social cohesion will 
be included. 
382 
2. Research on vocational edu-
cation and training 
2.1 From TSER to the key action -
research clusters 
The key action utilises, builds upon and ex-
tends the work carried out in the TSER (tar-
geted socio-economic research) programme5 of 
the fourth framework programme (FP4) 
(1994-98). TSER invited proposals for re-
search from the European research commu-
nity on three main areas of economic and so-
cial research: 
a) science and technology policy, 
b) education and training (ET) and labour 
market integration, 
c)  social integration and social exclusion. 
The increasingly severe economic and social 
problems facing European societies required 
a more coordinated and better funded and tar-
geted research and policy response than be-
fore. The main objective of  the TSER (1994-98) 
programme therefore was to build up both the 
knowledge base and research infrastructure 
for high quality, policy relevant, comparative 
European socio-economic research at both 
national and Community levels. 
In Area II, research in education and train-
ing, the objective was to help link advances 
in science and technology and rapid economic/ 
technological change to the effectiveness of 
the link/ relationship between ET systems-
in building up human capital, labour market 
entry and in-firm insertion/ training processes 
for attracting and using high quality labour. 
Within this broad area of research the pro-
gramme had three main objectives - to 
strengthen the European research base and 
improve communication and networking 
amongst European researchers, to develop 
and strengthen the knowledge base and to 
5 Council Decision 94/915/EC of15 December 1994 
-OJ L 361/77, 31.12.1994. ______  VET research in the current research framework of the European Commission 
improve its quality and comparability, and to 
help apply it to the challenges facing Euro-
pean economies and societies. 
There were three main objectives of TSER 
Area II (research in education and training): 
a) the nature and extent of skill change and 
of labour demand in the economy and the 
effectiveness and nature of  the responsive-
ness of  ET systems to these changes; 
b) the development ofET effectiveness/ evalua-
tion models and methodologies - both in 
terms of conventional schooling/ training 
and in lifelong learning/ instructional ar-
rangements; 
c)  transitions from school to work, and the 
nature and extent to which ET systems and 
their relationships with employment sys-
tems  positively or negatively affect 
inclusionary or exclusionary processes. 
The implementation of  the TSER programme 
under FP4 and the key action 'improving the 
socio-economic knowledge base' under FP5 is 
achieved through calls for proposals. The for-
mer TSER programme was implemented 
through three calls for proposals; the key ac-
tion socio-economic research has already 
launched one call and two or three others will 
follow.  To  date more than 200 projects have 
been funded6• 
In order to create synergies and improve 
added value, these projects have been assem-
bled in a certain number of groups, covering 
a wide range of relevant themes for research 
and policy. 
Various clusters are actually running and 
working on issues such as systems of  inn  ova-
tion, work, knowledge and the economy; tech-
nology and society, employment, work, wel-
fare and exclusion, etc. 
Two of these clusters touch on the issue of 
vocational education and training: 
6  TSER project synopses 1994-98 (three calls for 
proposals), 358 pages (1999). Key  action project 
synopses 1998-2002 (first call of proposals), (Feb-
ruary 2000). 
a) 'schooling, training and transitions and its 
impact on the low skilled and youth unem-
ployment'; 
b) 'human resource development and com-
petence development in Europe'. 
2.2 The cluster on 'schooling, training 
and transitions' and its impact on the 
low skilled and youth unemployment 
From a societal perspective, a growing inter-
est in knowledge and learning is emerging. 
Issues such as mobility and employability, 
often stimulated by governments, drive citi-
zens to invest in personal growth in knowl-
edge and competence in order to create bet-
ter  job positions for now and the future. There-
fore  tools that help citizens to attain these 
goals have become important not only at the 
industry level, but also at the societal level. 
The education! employment relationship and 
the transition from school to work has been 
the subject of substantial research under the 
TSER programme. More than 25 research 
projects of FP4 and first call projects of FP5 
are exploring and analysing in depth research 
topics in relation to 'the dynamics of educa-
tion to work transitions in Europe and its 
impact on the low skilled and youth unem-
ployment.' Clustering work will allow re-
searchers, policy-makers, practitioners and 
the general public to learn from the work go-
ing on within the RTD projects. 
These topics have been initiated following 
concerns raised by policy-makers. First, most 
European countries have had persistent high 
youth unemployment rates for almost two 
decades, with the time between leaving full-
time education and securing a regular  job also 
increasing significantly. With a  substantial 
proportion of young people entering the la-
bour market (LM) either never finding secure 
employment or being intermittently unem-
ployed - particularly those with the lowest 
qualifications- both policy-makers and re-
searchers have focused a lot of attention on 
the initial school-to-work transition process. 
Initially, substantial State investments oc-
curred in LM interventions such as State em-
ployment and training programmes, but 
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gradually these shifted to more active and 
more effective labour market intervention, as 
the long-term secular rather than temporary 
nature of the labour market problem became 
increasingly apparent. As a result, in many 
European Union (Eu) countries participation 
in such State programmes became a regular 
feature of  many young people's transition be-
tween leaving full-time initial education and 
either getting a regular  job or effectively with-
drawing from active participation in the la-
bour market. Besides the immediate social 
consequences of this, these issues remain 
highly relevant to policy since, when economic 
growth resumes, countries will need to ensure 
the workforce is in employment as there are 
generally low replacement rates. Even today, 
labour shortages have emerged in some coun-
tries, so that national and EU policies need to 
be geared to address the medium to long-term 
effects of declining demographic trends with 
improving economic growth. 
Second, besides the current employment cri-
sis, a rapid upgrading of  education and train-
ing  (ET) is required in most EU countries given 
the poor competitive position of EU countries 
for low- skilled production and high global 
competitiveness for high-skilled production 
and services, particularly from the usA and 
Japan. 
Given these policy priorities, transition from 
school to work and more particularly how to 
overcome youth unemployment and low skills 
through education and training, has become 
a very important policy issue in most EU coun-
tries. One of the main policy research ques-
tions remains whether there is one or a 
number of different and equally effective so-
lutions to these problems in different EU coun-
tries. 
The underlying sources of these difficulties 
in different country labour markets within the 
EU are difficult to disentangle. They are not 
equally serious in all countries. They also tend 
to have different patterns in different coun-
tries, and there is no agreement on the exact 
source of  the relative lack of  job vacancies for 
young people. Successful policy interventions 
also tend to differ across countries. Not all EU 
countries reacted the same way to the crisis, 
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nor do or can they have the same kind of ef-
fective policy solutions: the seriousness and 
nature of  the problem varies across countries; 
countries have different youth/ age profiles, 
somewhat different economies, and clearly 
different institutional systems. 
In these circumstances, comparative cross-
country research is of particular interest to 
learn to what extent and why some policies 
may be generalised, while others appear to 
be effective only in particular country/ insti-
tutional contexts. This requires that research 
should aim at a  clear understanding of the 
impact(s) of institutional contexts on educa-
tion and training (ET) and labour market (LM) 
outcomes. 
The main aims of  this cluster ofTSER projects 
on transitions from education to working life 
are as follows: 
a) the cluster reviewed the main research 
findings, conclusions and general direction 
of the targeted socio-economic research 
( TSER) programme under the fourth frame-
work programme of  Directorate General on 
Research, dealing with research on educa-
tion/ employment/ social exclusion re-
lationships and, in particular, transitions 
from education to work in Europe and 
places it in the context of the wider re-
search literature and policy priorities in 
the area; 
b) the cluster highlighted the main areas 
where policy needs are well served by re-
search, and other areas where research is 
poorly developed; 
c)  the cluster of RTD projects suggests the 
main areas of research and policy analy-
ses that need to be addressed in the future. 
For this cluster close cooperation and coordi-
nation was established with Directorate Gen-
eral on Education and Culture to enhance the 
link between research and ET policies, espe-
cially on issues such as employability and the 
contribution of vocational education and 
training to innovation and on actions targeted 
at young persons who left the education sys-
tem too early without qualifications. ______  VET research in the current research framework of the European Commission 
2.3 Cluster of  RTD projects on 'human 
resource development and competence 
development in Europe' 
Human resource development and compe-
tence development in organisations has been 
a  subject of substantial research under the 
TSER programme in more than 17 research 
projects of FP4 and first call projects of FP5. 
It is a fundamental principle of  European eco-
nomic and social policy-making that prosper-
ity and employment growth in the EU is de-
pendent upon creating and sustaining a 
highly skilled and adaptable workforce. The 
European approach on the whole has tended 
to regard high skills, training, good internal 
communication and a  consensual organisa-
tional regime as a part of the competitive ad-
vantage of firms. In this context, the concept 
of  the learning organisation captured the im-
agination of managers and policy-makers 
alike, in that it proposes a positive framework 
for managing change for the social partners. 
In this context, however, this fundamental 
principle is challenged by the continuation of 
contradictory strategies. These emphasise 
deregulatory, hire and fire, low skill and low-
wage strategies. Partly, this is a  failure to 
adapt to the new conditions of global compe-
tition, and partly it is because in some cases 
these strategies offer competitive advantages 
-in  the short term. Consequently, arguments 
on the importance of human capital and how 
it might best be developed inside organisa-
tions are at a  crossroads. Management un-
certainty, skill losses and gains, intense peri-
ods of  change, continued and sustained inno-
vation make the need for policies and strate-
gies of  skill and knowledge acquisition all the 
more crucial for Europe's future. 
More than 17 research projects currently sup-
ported by the TSER programme (FP4) and by 
the key action (FP5) are creating important 
new empirical and theoretical knowledge in 
this field. 
To gain the maximum advantage from these 
projects, it was first necessary to identify a 
set of current policy concerns, which would 
benefit from interaction with the RTD 
projects. The EU and national governments 
have introduced a spectrum of  policies aimed 
at the twin goals of promoting competitive-
ness in international markets and maintain-
ing social cohesion (in particular, protecting 
the losers in global competition). A sense of 
urgency now drives policy debates, because 
Europe's economic performance is declining 
relative to that of the US and many Asian 
countries. In comparison with these countries, 
European productivity growth is slow, and its 
competitiveness in international markets is 
weak. 
The RTD projects encompassed by this clus-
ter are directly relevant to these concerns. 
Human resource development and compe-
tence development have a prominent position 
in new policies. They stand level with R&D 
policy, technology policy and infrastructure 
policy. In part, this is due to a return to hu-
man capital theory, the doctrine that the 
knowledge and skills of  a firm's employees are 
among its most important capital assets. Con-
sequently, HRD and VET practitioners are 
now assigned the task of generating human 
capital, and supplying it to the labour mar-
ket. 
The new role ofHRD and competence devel-
opment is described in numerous policy docu-
ments and is closely linked to the European 
employment strategy, currently the major 
policy arena for debate on human resource 
and competence needs. The cluster of RTD 
projects seeks to inform this policy debate by 
identifying relevant findings from the fourth 
and fifth framework programme projects and 
presenting these at appropriate points in the 
process of policy development. 
However, bridging the policy development and 
the research programme at European level is 
no simple matter. The national action plans 
submitted to the Commission each year record 
many different ways in which Member States 
are addressing the issues ofHRD and compe-
tence development. In these plans, local con-
ditions rather than pan-European trends are 
the major determining factor. 
As in the task of  making research relevant to 
practice, there is a problem of  reconciling the 
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general trends of research with the specifi-
cities of actual practice. Nevertheless, on the 
basis of the collective experience of the RTD 
projects that have come together to form the 
cluster, it is believed that many commonalities 
European-wide exist and that the bridge be-
tween research and practice can have major 
impact. 
386 Synopsis of selected VET related projects undertaken 
in the framework of the Leonardo da Vinci I programme 
Abstract 
Out of  a list of a number of Leonardo Da Vinci projects (Surveys and analyses strand) we 
selected those that seemed relevant for several issues dealt with in the second Report on Voca-
tional Training Research in Europe: 'Training and learning for  competences'. 1 This list was 
provided by the European Commission, Directorate General Education and Culture. In spring 
1999, we asked the coordination teams to send us their project results (papers, reports etc.) and 
received those described below. The others were not yet completed at that time or coordinators 
did not respond. 
1 The compilation was carried out by Silvia del Panta (Cedefop). 
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Promoting the attractiveness 
~ 
of  vocational education (PAVE) 
LdV Id. 4272 
Coordinator: A. Trant, CDU (Curriculum De-
velopment Unit), Sundrive Road Dublin 12, 
Ireland; E-mail: info@cdu.cdvec.ie 
Partners: 
0  London University Institute of Education 
(Paddy Walsh, Jackie Branson and Denis 
Lawton), UK; 
0  Institute for Educational Research at the 
University of JyvaskyHi (Paivi Vuorinen 
and Raimo Makinen), Finland; 
0  Educational Research and Inservice Train-
ing Centre at the University of Thessa-
loniki (Christos Frangos), Greece; 
0  Curriculum Development Unit (Anton 
Grant and Fin  bar Geaney  ), Dublin and cur-
riculum Development Centre (Diarmaid b 
Donnabhain), Shannon, Ireland; 
0  SCO Kohnstamm Institute for Educational 
Research (Trudy Moerkamp and Eva 
Voncken), the Nether  lands. 
Countries: United Kingdom, Finland, Greece, 
Ireland, the Netherlands. 
Period: 1997 to 1998. 
Final report: Curriculum Development Unit: 
'Reconciling Liberal and Vocational Educa-
tion', Dublin 1999. 
Summary 
The project was undertaken by six educa-
tional institutions from five  countries. The 
aim of the project was to examine vocational 
education in these countries with a view to 
finding ways of improving its status and at-
tractiveness. 
The three main hypotheses were: 
a) vocational education in general has a lower 
prestige than liberal education, because it 
is perceived to lack the quality tradition-
ally associated with the latter; 
b)  liberal education at its best has a  voca-
tional dimension and vocational education 
at its best has a liberal dimension; hence 
it makes sense to integrate both; 
c)  there are already examples of such inte-
gration, but they need to be examined criti-
cally and articulated more clearly. 
The methodology had three dimensions: 
a) the philosophical dimension examined the 
meaning of liberal education in a modern 
context. It  tried to restate the liberal ideal 
in a vocational mode and to integrate the 
liberal and vocational tradition by recon-
ciling academic excellence and economic 
usefulness, combining sake with practical 
competence, past heritage with present 
society needs; 
b) the historical/hermeneutic dimension fa-
cilitated the analysis, comparison and syn-
thesis of documentary importance. In this 
manner, key texts in the development of 
vocational education were identified, ana-
lysed and compared in each of the five 
countries involved; 
c)  The ethnographic dimension examined 
good practice examples in the integration 
of the liberal and vocational traditions, 
through selected case studies in each of  the 
five countries. 
General observations, comparisons and 
conclusions arising from the research 
The two terms 'vocational' and 'liberal', in the 
context of their development over the centu-
ries, are often employed to denote two differ-
ent approaches to education, but a  precise 
definition is not easy. There are two distinct 
educational philosophies: the first, which val-
ues knowledge for its own sake, the second, 
which puts a premium on the way this knowl-
edge is used in practice. They have two edu-
cational methodologies, a  formal, abstract 
approach or a concrete, experimental one. The 
two terms are sometimes seen as opposing 
and even mutually exclusive, but they can be 
complementary and mutually supportive. 
389 Cedefup ______________________________________________________________  __ 
The starting point of PAVE  is the fact that 
vocational education traditionally had a low 
status in comparison with academic or gen-
eral education. In the past, vocational educa-
tion was often associated with manual or low 
prestige occupations and was oriented to-
wards non-academic and sometimes socially 
disadvantaged young people. In choosing this 
starting point it was hoped that the project 
would identify factors which can enhance the 
attractiveness of vocational education. 
The curriculum is the attempt to give mean-
ing and to structure the world, to learn some-
thing about what is worth knowing and why 
it is important to make the effort. It is not 
only about knowledge, pedagogy and assess-
ment, but also about values and relationships. 
'A good school needs to provide the young with 
a wider vision of  values as well as knowledge 
and skills.' (Lawton,1998) 
Vocational education was suitable for future 
manual workers, while general education was 
needed for future bureaucrats, managers and 
professionals. Nowadays, with the changing 
nature of work, these distinctions are break-
ing down. Young people should be educated 
as persons, not merely as workers. 
Education for citizenship is not  just  a national 
priority, it is also crucial to the vision of what 
it means to be European. Young people have 
to be actively prepared for citizenship, both 
national and European. Transforming school 
into genuine communities, where people learn 
through living and doing as well as through 
thinking and talking, is the concrete expres-
sion of reconciling the liberal and vocational 
traditions by bridging the gap between the 
liberal and the vocational traditions. 
The lower status of vocational education has 
its roots in the way society itself  is organised. 
Vocational education should not only prepare 
technicians and skilled workers but young 
people must be given the chance to improve 
their status by being able to proceed to more 
meaningful forms of further and higher edu-
cation. In this way they will find not only the 
opportunity to improve their vocational abil-
ity but also ways of enhancing their own hu-
man development. 
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The fundamental principle is that liberal and 
vocational education should be regarded as 
two complementary aspects of the same task 
and this task is to shape the individual. We 
need both the liberal and the vocational if  we 
are to develop an educational philosophy and 
practice that will adequately serve the needs 
and aspirations of  the human personality. The 
coming together of the liberal and the voca-
tional has to be accomplished in the context 
of  the various institutions, which have grown 
up in each tradition and which often strive to 
maintain their separate identities 
National case studies 
England 
The PAVE case study in England focused on 
GNVQs (General National Vocational Quali-
fication)2, new national qualifications in 'gen-
eral' vocational education that were first pro-
posed in 1991 and introduced nationally from 
1993. They were conceived as a major national 
initiative to upgrade vocational education in 
Britain. The study focused on two schools: an 
in-depth case study was  conducted in 
Cranford Community School in Hounslow and 
a  shorter support case study in Leigh City 
Technology College in Dartford, Kent. The 
findings are based on individual and group 
interviews (plus an informal discussion) with 
students, teachers, parents, management 
staff and career advisers. These schools, us-
ing GNVQ as their vehicle, have indeed nar-
rowed the status gap between vocational and 
academic education, and they have reduced 
it by a  truly significant amount. There are 
five overlapping and interacting factors in the 
schools' success: 
a) the more or less immediate relish of'GNVQ 
way' with its emphasis on active, respon-
sible and meaningful learning; 
b) the experience of  good outcomes, especially 
personal growth in the short-term and ac-
cess to higher education in the mid-term; 
2 Vocational courses and qualifications introduced 
in 1992 as a substitute for, or an addition to, cer-
tain other vocational qualifications. They are stud-
ied by approximately 25 per cent of 16-18 years 
olds nationally. GNVQ can be taken at three lev-
els: Advanced, Intermediate and Foundation. ------------------ Leonardo da Vinci I programme:  project synopses 
c)  care, ingenuity and patience in dealing 
with the fears and misconceptions of  teach-
ers, students and families; 
d) setting high entry requirements; 
e)  a  culture of support and recognition for 
GNVQ achievement. 
The last three factors are, in a broad sense, 
'managerial', and that suggests another valid 
and illuminating way of regarding the find-
ing. We could say that success was produced 
by the interaction of three necessary condi-
tions: 
a) good management. The attitude of the 
heads and the senior teachers in these 
schools are determined, focused and deeply 
convinced: they really believe and they re-
ally concentrate. And, also, there is a pro-
gressive involvement of ever higher pro-
portions of staff  in GNVQ teaching, which 
is establishing a  professional culture of 
critical respect for GNVQ in the schools; 
b) good curriculum. This is the most impor-
tant condition of  all. The schools felt some 
initial confidence in the educational value 
of  GNVQ courses when they adopted them, 
but the confirmation of  that value from the 
experience of teaching and learning them 
has been crucial to sustaining the upgrad-
ing project. Essential further confirmation 
of  value came from the growing acceptance 
of GNVQ by universities; 
c)  the formal equivalence of vocational and 
academic. The formal stipulation of  equiva-
lence between GNVQ Advanced and A 
Level may be seen as the government's con-
tribution. Official equivalence was used to 
powerful effect in these schools; of course, 
without good curriculum and good manage-
ment this would not have meant much. 
Finland 
The Finnish case study focused on two 
schools, the Salinkallio Upper Secondary 
School, outside Lahti city centre, and the 
Lahti  Vocational Institute, a multidisciplinary 
vocational school offering training in four tra-
ditional occupations or industries: vehicles 
and metal technology; construction technol-
ogy; electrical engineering; and hotel, res  tau-
rant and catering services. 
The experimental unit launched, in the au-
tumn of 1996, its 'minimised' form of double 
qualification programmes (DQ)3 where voca-
tional students study only those academic 
courses which are indispensable for taking the 
minimum form of the matriculation Exami-
nation concurrently with their vocational 
studies. Representatives of the schools were 
informed about the PAVE project, the aims of 
the study, the partners involved, the focus on 
the case study and so on, and both schools 
immediately expressed their willingness to 
participate. The case study is based on theme, 
interviews and informal discussions with 
principals, teachers and study counsellors and 
with 6 students from the vocational school. 
The operational environment of Finnish vo-
cational education is characterised by strict 
cultural and systematic differentiation be-
tween academic and vocational tracks and an 
uneven territorial competition between these. 
Under such conditions, cooperation, as a 
means of developing new forms of  vocational 
education, is revealed as quite revolutionary 
and problematic. The Lahti experiment de-
serves admiration as a  very pragmatic re-
sponse to realities, which exist with all their 
accompanying irrationalities and cannot be 
changed locally. As for the attractiveness of 
vocational education-in the Lahti vocational 
Institute, in Lahti and in Finland in general 
-conclusions remain somewhat open. 
Finally, it is worth noting that the Lahti 
model, in its very pragmatism, is far from 
3 DQ: a minimised form of  the double qualification 
studies was launched in the autumn of 1996. Here 
the vocational students study only those academic 
courses which are indispensable for taking the 
minimum form (four exams) of the Matriculation 
Examination concurrently with their vocational 
studies. The DQ studies take 2-3 years; some are 
more intensive than in the regular vocational pro-
grammes. The DQ students study their academic 
courses instead of the common general studies, 
optional general studies and free-choice  studies 
included in the regular vocational programmes. 
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representing an ideal solution to the problem 
of  improving the quality of vocational educa-
tion. For instance, for various practical rea-
sons, academic lessons must be made there-
sponsibility of the upper secondary school 
teachers. 
Greece 
The Greek educational system was changed 
significantly in September 1997; change is 
continuing and it is unclear what proposed 
changes will be applied in the future.4  The 
case  study  deals  with  schools  in  the 
Cassandra area of  Chalkidiki. This is an area 
of slow-economic growth, with much empha-
sis on tourism. The case study is rooted in 
the evolution of the upper secondary schools 
of the area. Two lyceums were examined in 
the study: a technical-vocational lyceum and 
a  general academic lyceum. The objectives 
involved an investigation of  ways in which the 
change from a technical-vocational lyceum to 
a  unified lyceum would affect the existing 
balance between the two schools in the area. 
A satisfactory relationship had already been 
created between them. The unified lyceum is 
shaped by characteristics of  general or liberal 
education and has no elements of vocational 
training. There is a strict refusal of  students, 
parents, professionals and other social agen-
cies to accept the reform, indicating that it 
does not contribute to the upgrading of  voca-
tional education. A liberal dimension can con-
tribute positively to vocational education but 
the critical issues are the form it will take 
and the teaching methodologies, which will 
be used. 
Liberalisation in vocational training must be 
shaped according to the terms of vocational 
training; the same principal must apply in the 
general lyceum where vocationalisation 
should be introduced in a form which does not 
4 TEE: this is the New Act (secondary technical-
vocational education) that changed significantly 
the Greek Educational System in September 1997. 
Under this Act, vocational education has been 
given the same general aims as primary and sec-
ondary education. Vocational schools were also 
abolished and these were replaced by technical-
vocational/ institutions. 
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transform a general lyceum into a vocational 
one. The concept of a  Unified Lyceum does 
not mean a one-way route; both influences can 
coexist. School should reflect the real-life con-
cerns and interests of their students, while 
teaching and learning should be personal and 
concrete and take into account everyday situ-
ations and modern conditions. Finally the 
world of the school should be more closely con-
nected with the world of work, and work 
should be interpreted broadly as comprising 
activities that are unpaid as well as paid. In 
the end, it was not possible to draw final con-
clusions from the study, but the findings go 
some way towards indicating the expected 
results of the research project. 
Ireland 
The Irish case study is based on the 1995-1997 
cohort of students in two schools in different 
parts of Ireland. School X has a  staff of 25 
teachers, does not have a guidance counsel-
lor or a home-school liaison officer. School W 
has a staff of 45 teachers and it has a guid-
ance counsellor and a home-school officer on 
the staff. This case study proposed to exam-
ine the parity of esteem of the Leaving Cer-
tificate Applied5;  this is a  modular course 
unlike other Leaving Certificate programmes 
which comprised two-year long courses. The 
first part of the study focuses on the mean-
ingfulness of the programme as a  learning 
experience for the students themselves. The 
second part considers the manner in which 
the school authorities and the state authori-
ties manage the programme so as to raise its 
status both within and outside the school. 
The Leaving Certificate Applied provides 
young people with a learning experience that 
they consider being worthwhile and meaning-
5 Leaving Certificate Applied is a modular course 
whereas the other Leaving Certificate programmes 
comprised two-year long courses. It  is semesterised 
in that the two-year programme is divided into four 
segments with ongoing assessments at the end of 
January and May each year. It  is cross-curricular 
in that students are required to carry out a total 
of  nine cross-curricular tasks on topics that aim to 
enable young people to relate what they are learn-
ing in the modules to their own life experiences. ------------------ Leonardo da Vinci I programme:  project synopses 
ful.  They become more empowered through 
developing personal effectiveness, and a sense 
of community. The position of Leaving Cer-
tificate Applied students highlights the dis-
parity of esteem, reflected in both academic 
and vocational traditions, for people who be-
come marginalised from the formal education 
system. 
Students appear to have joined the Leaving 
Certificate Applied because they were advised 
to do  so  by their teachers or because they 
wanted to avoid the pressurised learning en-
vironment associated with traditional exami-
nations. 
While they have benefited educationally from 
a  changed learning environment, they now 
find themselves facing three major barriers 
in getting back into mainstream schooling: 
a) barriers of structure, in that they are con-
fined to a limited range of further educa-
tion courses no matter how well they per-
form in state assessments; 
b) barriers of prejudice based on a material-
istic value system that places possible fu-
ture personal power and influence above 
the dignity of the human person; 
c)  barriers of didactic learning/ teaching 
methodologies that are not conducive to ex-
perience-based active learning. 
There are indications from the case study that 
the majority found the barriers so great that 
they opted out of the formal system and set-
tled for low-skilled jobs or unemployment de-
pending on local labour market conditions. 
The Netherlands 
In contrast with other European countries 
there are no intentions or initiatives to inte-
grate the vocational and general education 
systems in the Netherlands. The purpose of 
this case study was to find out if MBO (sec-
ondary vocational education)6  succeeds in 
qualifying their students for the labour mar-
ket as well as for further study and citizen-
ship. In consideration of  the main issue of  the 
PAVE study, linking general and vocational, 
the Dutch study focused on general aspects 
of  the MBO curriculum. Vocational education 
should not only prove itself  with regard to job 
preparation, but also with regard to personal 
development, social education and develop-
ment of  broadly-skilled, independent citizens. 
Dutch secondary vocational education gives 
most of their graduates a very good starting 
position in the labour market. This results 
from the good mix of theoretical and practi-
cal education, practical activity during a sub-
stantial part of the course, and collaboration 
between MBO and employers. Between 20-
40% of MBO graduates continue their study 
in higher level vocational courses. 
In the case study two types of students can 
be distinguished. The first group can be char-
acterised as 'late-developers'; they did not 
succeed in primary school or junior second-
ary for a variety of reasons and they 'use' vo-
cational education as a second opportunity to 
realise their ambitions. In the second group 
of students are those who have known for 
many years what kind of  job they wanted in 
the future and who have had small jobs for 
family and friends. Many students enter MBO 
as a consequence of  selection; this implies that 
not all of them in MBO have made very ex-
plicit career and job choices. 
The main question of  this study was: how does 
MBO succeed in preparing their students for 
social participation and citizenship? MBO 
success is in delivery of skilled workers and 
the most important aspect of social partici-
pation is succeeding in the labour market. The 
student's future life is not just a working life 
and it is not inconceivable that general cul-
tural capital, instead of broad job skills, will 
become increasingly important in the labour 
market. Vocational education still has to prove 
that passing on social and cultural capital is 
also possible by working in a vocational con-
text and by learning by doing. On the other 
6  MBO is secondary vocational education in the 
Netherlands. Education in MBO takes two to three 
years and it is organised in four sectors: technol-
ogy, economics, services and health care, agricul-
ture and the natural environment. In school the 
subjects and other learning activities are very 
much related to occupational practice. 
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hand we might wonder if general education 
succeeds in educating critical and independ-
ent citizens. In this respect both system have 
to develop new styles of learning and teach-
ing. 
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Summary 
The EIESP (European Institution of Educa-
tion and Social Policy) managed a Leonardo-
funded project, NATNET, from 1996 to 1998, 
which was designed to contribute to the trans-
parency of  vocational qualifications by estab-
lishing a framework for concrete cooperation 
between expert bodies engaged in awarding, 
accrediting and developing vocational quali-
fications at a  national level. NATNET was 
linked to a pilot project, NETREF, established 
to set up reference structures in the partner 
countries and pilot the conclusions of  the fea-
sibility study. Cedefop contributed its exper-
tise to the work of both projects. 
The main objectives ofNATNET are the fol-
lowing: 
a) to establish the working framework for a 
network of  reference structures among the 
European Union and the associated coun-
tries with the intention of  removing obsta-
cles to the transparency of  vocational quali-
fications; 
b) in the context of  such a network, to assume 
the function of developing and providing 
information on vocational qualifications on 
a transnational basis by establishing a sim-
ple methodology to enable data exchange, 
a human interface and the use of  available 
information; 
c)  to develop the network in such a way that 
other countries may be easily integrated, 
extending the 'feasibility element' of the in-
vestigation from the original six countries 
to the European Union and associated 
countries. 
The Austrian and Norwegian case 
studies 
These two countries' case studies were se-
lected to include one new EU member-state 
and one of the EEA countries. ------------------ Leonardo da Vinci I programme:  project synopses 
The project aimed at investigating the feasi-
bility of the creation of reference structures 
among the range of public and private con-
stituencies (relevant ministries, local authori-
ties, social partners, intermediary bodies, 
etc.). 
Therefore, the intention was to co-operate to 
produce in-depth analysis of the issues at 
stake. It allowed NATNET to test the out-
comes and conclusions of the first feasibility 
study in specific national contexts. 
The approach was one of  information gather-
ing, analysis and feedback into the NATNET 
model of information development and ex-
change. 
Information gathering in the two countries 
took place through: 
a) working with a expert in each country; 
b) carrying out a survey through interviews 
with key actors; 
c)  official and research documentation on the 
system; 
d) discussions and debate at the national con-
ferences. 
The analysis and feedback was carried out 
through: 
a) developing the analysis with the two na-
tional expert; 
b) feedback through bodies and organisations 
interviewed; 
c)  the national conferences, which were de-
signed to be a  forum for  discussing and 
testing the hypotheses to date. 
Two national conferences were organised in 
each country during 1997. The aim was to test 
the outcomes of  the interviewing in the coun-
try, to discuss the on-going hypotheses of 
NATNET concerning models for reference 
structures in a specific context, to bring to-
gether organisations, bodies and agencies 
which normally do not work together and to 
bridge the constraints of the system by pro-
viding a neutral territory. 
The principal points identified from the Aus-
trian case study are the following: 
a) mobility and Austrians: mobility is low in 
Austria, because unemployment is low and, 
as a result, people do  not need to be mo-
bile; 
b)  mobility and immigration: Austria is seen 
as an historic entry point for people com-
ing into Western Europe from central and 
eastern European countries. Therefore 
mobility in Austria is associated with im-
migration; 
c)  transparency of qualifications: qualifica-
tions from some countries, Germany and 
Switzerland, allow a  higher mobility be-
tween these countries; 
d) at national level there is the need for an 
organisation to improve the availability of, 
and access to, information on transparency 
Issues; 
e)  a national information system should have 
two main functions: to identify and map 
the current channels of information; and 
to develop an overview of international 
priorities with a view to persuading exist-
ing channels to take these into considera-
tion; 
D there is a need for a review of  the counsel-
ling services in terms of  their goals and pro-
vision of reliable information; 
g)  in Austria, regulated occupations are im-
portant in the labour market, therefore un-
derstanding the detailed characteristics of 
qualifications offered in other states is es-
sential; 
h) developing mobility of  employers, i.e. large 
firms located in states other than the home 
country increases the need for understand-
ing qualifications. 
The conference has not created formal out-
comes; it has simulated a  number of indi-
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vidual organisational responses. The Austrian 
context is organisationally and politically 
complex, therefore, cooperation is not easy. It 
is clear that higher cooperation between the 
social partners is required. 
The main points identified by the Norwegian 
case study are the following: 
a) there is a long tradition of  mobility among 
the four Nordic countries; 
b) there is a tendency to avoid recognition of 
foreign qualifications. Initiatives taken to 
promote comparability and/or transpar-
ency encounter difficulties as soon as they 
start to work on detailed comparisons or 
specific areas; 
c)  it is important to find a solution to the rec-
ognition of qualifications of immigrants 
from countries other than the EU/EEA 
and, in particular, of refugees; 
d) a co-ordinating reference structure among 
the existing institutions would be helpful. 
It should provide and acquire information, 
coordination, advice and updating, i.e. 
guiding people through the systems; 
e)  there is a need to simplify entry points and 
make the system more efficient. At the mo-
ment candidates pass from one body to an-
other with too many organisations giving 
too disperse information; 
f)  the distinction should be maintained be-
tween the government setting rules and 
the market influence over supply and de-
mand. 
The outcomes of the Norwegian conference 
are: 
a) the conference gave individuals and organi-
sations an opportunity to know each other 
better with reference to their respective 
roles and responsibilities; 
b) there is high-level interest from the Na-
tional Centre for Vocational Guidance in 
the project and for the idea of a reference 
structure. 
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Conclusion 
There is clearly a need to improve informa-
tion channels and provision. A first task, suit-
able for a reference centre, would be noticing 
and mapping channels of information in or-
der to be better placed to guide enquires 
through the system. 
There is also an increasing need for higher 
mobility, and a condition for that is transpar-
ency. The results of NATNET investigations 
suggest that mutual recognition is neverthe-
less missing from the agenda. It is necessary 
to develop the mechanism to improve infor-
mation flows. 
For the partners involved, NATNET has al-
lowed them to raise and debate issues of pro-
vision and exchange of  information internally 
and externally among a range of  national and 
sector organisations, which normally work 
parallel to each other, but with little direct con-
tact. The case studies were part of  the surveys 
and feasibility studies. The main outcome has 
been to open up the debate in both countries 
so that the idea of  establishing structures and 
mechanisms to improve transparency has been 
set higher in national agendas. 
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Summary 
The aim of this project was to elaborate and 
provide a model for assessing continuing vo-
cational training applicable to all European 
environments. In order to be applicable and 
operational, and therefore to qualify as a truly 
European instrument, the model had to meet 
the following requirements: 
a) simple to use, also simple to learn for train-
ers and training agency staff throughout 
the EU; 
b) to provide consistent meaning given to key 
concepts and simple, universal, and well 
defined tools and procedures; 
c)  to be flexible and applicable to a vast range 
of  situations, sectors and organisational en-
vironments, as well as different geographi-
cal and cultural areas; 
d) once applied, the model should be easily 
transferable and replicable in other situa-
tions; 
e)  for the above reasons, the model had to be 
minimal, i.e. consisting of  a core that could 
be easily expanded and broken down ac-
cording to special or local needs; 
f)  it had to be designed to 'capture' the qual-
ity of training schemes, as related to the 
different agents and actors involved, as 
well as the many levels, times, functions, 
etc. associated with the quality of  their life-
cycle; 
g)  finally, the model had to focus both on the 
process and outcome of  training initiatives. 
In this model, the assessment process tends 
to coincide with the training process itself, 
thus becoming an essential component of all 
the activities and skills involved in prepar-
ing, developing and implementing a training 
initiative. Moreover, the person in charge of 
the assessment is no longer necessarily an 
expert living and working in another field. 
Instead, the model is finalised at making as-
sessment of  skills a widespread practice of  the 
training provider; the person in charge of  ap-
praisal is ultimately the same one who co-or-
dinates the training scheme and should be 
able to rely on the assistance of all staff in-
volved in its implementation. 
The basic principle of the model is that the 
training initiative is a process and assessment 
constitutes an intrinsic component of the 
training initiative. The person in charge of 
scheme should be able to evaluate it. A frame-
work of parameters and standards should 
therefore be set up, a priori, for comparative 
assessment of  training supply quality and its 
improvement. 
The model is structured as a  varied set of 
'lean', 'flexible' checklists, aimed at assessing 
total quality in training initiatives, with spe-
cial reference to continuous training. In this 
light, the model should be used during each 
time phase in the scheme's evaluation: the ex-
ante phase; monitoring activities; final assess-
ment; and the ex-post phase. 
The user is the provider of vocational serv-
ices. However, the model may also be used by 
the other actors involved in the training 
scheme, e.g. the contracting firm, public au-
thorities or bilateral organisations, potential 
'end users' of the activities implemented, di-
rect beneficiaries, or even the scheme's finan-
cial backers. 
The object of assessment is the training 
scheme itself. However, the model also allows 
an analysis of production processes at the 
training agency in charge of the scheme, in 
order to connect the training initiative to spe-
cific details related to the provider of voca-
tional services. The model's structure is illus-
trated as follows: 
Phase in Scheme  Actors involved 
1.  Strategy  Provider-clienVend-user 
2.  Planning & Design  Provider-clienVend-user 
3.  Implementation/  Provider-clienV 
Monitoring  trained end-user 
4.  Outcome/Impact  Provider-clienV 
trained end-user 
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For the each of the above-mentioned phases, 
there is a checklist of key issues concerning 
the scheme's quality. Those involved in assess-
ment should reply to the questions contained 
in the list, adopting suitable standards, pro-
cedures and specific evaluation tools which 
depend on their initiative. There are two rea-
sons for this choice. 
First, only by allowing the user to chose stand-
ards, procedures and tools, could the Model 
aspire to be really universal, i.e. capable of 
adapting to all training providers and any 
social or cultural environment. Second, the 
creation, use and development of standards, 
procedures and tools whereby users assess the 
different aspects of quality, constitutes a ma-
jor advance towards a solid, widespread cul-
ture of appraisal, which is the ultimate goal 
of the model. 
For each group of issues in each checklist, 
quality appraisal may be summarised with a 
score (between 1 and 5), that reflects a sim-
ple qualitative scale (e.g. excellent, good, fair, 
poor, bad). The score should be interpreted 
as an index identifying the strengths and 
weaknesses of each cycle in a scheme's life, 
and also as a  means of monitoring quality 
improvements in comparable schemes over a 
period of time. 
The score for each phase in a scheme's cycle 
may also contribute to concise evaluation of 
the qualities of each phase, but also of the 
project as a whole. In this case, it  is advisable 
to "normalise" aggregate scores by assigning 
only values between 1 and 5, in order to avoid 
overestimating phases embracing a  larger 
number of checklists. 
The model is completed by a  brief 'User's 
Guide' and a 'List of Essential Information', 
without which the tool cannot be employed to 
its full potential. 
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Extended regional further 
training in Europe (ERFTIE) 
LdV. Id. 445. 
Coordination: Andreas Schneider, Innovative 
Educational Planning and Support Company 
(  Gesellschaft fiir Innovative Bildungsplanung 
und Forderung mbH), Gotlandstrasse 5, 
10439  Berlin,  Germany.  E-mail: 
gbimbh@compuserve.com 
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0  Wirtschaftsoffensive Bezirk Voitsberg 
(WOF), Austria 
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0  Castel Coldrano Education Centre, Italy 
0  Institut National pour le Developpement de 
la Formation Professionelle Continue 
(INFPC), Luxembourg 
Areas: Voitsberg (Austria), Uckermark (Ger-
many), Val Venosta (Italy) and Osling (Lux-
embourg). 
Period: July 1998 to March 1999. 
Report of findings: Erweiterte Regionale 
Weiterbildung in Europa 
Summary 
The aim of the ERFTIE project is to question 
unemployed women in rural areas about their 
interests, wishes and attitudes and about the 
skills and qualifications they have acquired; 
the results of this survey should help to as-
sess these women's prospects of re-entering 
the mainstream labour market, either as 
employees or through self-employment. 
A total of 280 women in the selected areas 
were questioned, and 60 of them underwent 
a skills analysis. The findings in terms of  their 
individual educational and occupational his-
tories as well as of their respective personal 
interests and ambitions provided a  largely 
customised training recommendation for each 
of  the respondents. Experts from the employ-
ment authorities in the relevant areas and 
local training organisations are currently __________________ Leonardo da Vinci I programme:  project synopses 
comparing these recommendations with the 
actual training opportunities that exist at the 
present time and with the realities of the re-
gional labour markets with a view to draw-
ing up concrete training plans for the women, 
which would open the door for them to return 
to work. 
As the study goes on, the intention is to use 
this survey, the skills analysis and a range of 
further-training modules to create a  stand-
ardised system that can also be used in other 
comparable parts of Europe. 
The methodology used to reintegrate women 
in rural areas into working life should have 
the following characteristics: 
1.  The women advising the respondents 
should come from the same social milieu 
as the latter; 
2.  The target group should be asked about 
their interests, attitudes, wishes and skills; 
3.  A special range of training courses should 
be developed and implemented; 
4.  This range of  courses should be made avail-
able in other comparable parts of Europe. 
First of all, the advisers (mentors) were 
trained and familiarised with the planned 
course of the project. As part of this training 
process, they were given a course in commu-
nication and counselling. 
During the period from July to December 1998, 
these mentors tried to survey as many unem-
ployed women as possible within their local 
areas and to recruit them for further partici-
pation in the project. Those who were inter-
ested were invited to an information session; 
the local sessions were held in December 1998 
and January 1999. Their purpose was to in-
form the women in greater detail about the 
object and planned course of  the study and in 
particular about the planned skills analysis. 
The mentors reported considerable irrational 
anxiety among the women when they first 
learned of the skills analysis. At the informa-
tion session, however, the women were made 
aware that a housewife and mother possesses 
a  considerable range of occupational skills 
which can be harnessed by a customised pro-
gramme of further training. 
In February 1999, skills analyses were con-
ducted in each of  the four areas. The analysis 
involved various tests and exercises. On com-
pletion, an initial feedback interview took 
place with each of  the women. From the evalu-
ation of the results, there emerged an indi-
vidual skills profile for each participant, com-
prising  various  personal,  social  and 
methodological skills. Thereafter, the main 
focus was on the strengths of  each woman and 
in particular on the question whether these 
strengths were sufficiently well developed. 
Weaknesses only came into play in cases 
where there was some indication of a  need 
for compensatory training courses. 
The next step was to formulate training rec-
ommendations for each individual woman and 
to pass these on to the partner organisations. 
During the current phase (1999), the partner 
organisations are examining the training rec-
ommendations with experts from the employ-
ment authorities and from bodies responsi-
ble for the provision of further training and 
comparing the recommendations with local 
market conditions with a view to drawing up 
concrete training plans in a second feedback 
interview with the women. 
At the present time (1999), the implementa-
tion of the individual training plans has be-
gun, so it is too early to make any pronounce-
ments as to whether the aim of the project 
has been achieved. Nevertheless, the evalua-
tion of the skills analysis has shown that it 
gave more than 90% of the women a clearer 
perception of  their own future and raised their 
self-esteem. 
Training p~~s  m  -small 
and -medium-sized: oomPanies 
LdV Id. E/1224. 
Coordinator: The Basque Institute of Re-
search (IKEI), Antonio Corral Alza, Avda.de 
la Libertad 20, 20004 San Sebastian, Spain, 
E-mail: acorral@ikei.es 
399 Cedefup ______________________________________________________________  __ 
Partners: 
0  Agder, Research Foundation (Norway); 
0  APRODI (Association for Industrial Pro-
motion and Development) (France); 
0  COPRA! Training & Education (Portugal); 
0  ElM Small Business Research and Consul-
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Final report: "Training Processes in SMEs: 
practices, problems and requirements". Eu-
ropean Report, December 1997 
Summary 
The general aim of  this research is to analyse 
the reasons of the limited access for the Eu-
ropean SMEs to continuing vocational train-
ing (CVT) activities, and to identify effective 
policy lines for the improvement in the train-
ing strategies and for the development of  pro-
grammes directed towards the European 
SMEs. 
The study comprises five sub goals, as follows: 
a) investigation of the training practices of 
small and medium-sized enterprises; 
b) identification of the problems and the dif-
ficulties that small and medium sized en-
terprises encounter in their training proc-
esses; 
c)  elaboration of  a qualitative analysis of  the 
characteristics of the training offer and of 
the programmes of  support put in practice; 
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d)  comparative analysis of the situation in 
different countries; 
e)  recommendations regarding the strategies 
of support and encouragement, which are 
most appropriate to the process of train-
ing in small and medium-sized enterprises. 
The study was designed using a regional ap-
proach for two main reasons: first, because 
there is still a  relevant lack of information 
about the existing CVT practices on a regional 
basis and, second, because the regional ap-
proach allows a more precise treatment of  the 
questions relating to the training supply and 
to the functioning of the programmes of sup-
port than a study conducted at national level. 
The research is based on the survey of 7  5 
manufacturing small and medium-sized en-
terprises per each selected region, and a quali-
tative analysis of  the training supplies avail-
able to the same enterprises. 
This study is divided into 4 part: 
a) description of the surveyed regions; 
b) training processes in SMEs; 
c)  analysis of the existing regional continu-
ous vocational training systems in Europe; 
d) assessment of CVT systems and barriers 
to training. 
For a description of the regions surveyed see 
the final report 
Training processes in SMEs 
The available data show: 
a) there is a positive relationship between size 
and training, very small enterprises carry 
out less training than small and medium 
enterprises; 
b) the larger the enterprise, the more formal 
the adopted training approach; 
c)  training either at the request of  the enter-
prise or the personnel is less intensively 
pursued in the larger SMEs; 
d) the larger the turnover, more CVT activi-
ties are the carried out and more formal 
the adopted training approach; __________________ Leonardo da Vinci I programme:  project synopses 
e)  the highest proportion of enterprises ac-
tive in training is in the regions of Iceland 
and Norway; the regions of the Southern 
peripheral countries of  Spain, Italy, Greece 
and Portugal are less active in training 
activities; the remaining regions show a 
similar proportion of activity SMEs; 
, f)  the regions where the SMEs have a larger 
percentage of training do not necessarily 
correspond to those regions whose enter-
prises are more active in training; 
g)  a large share of SMEs devote a relatively 
small percentage of  their salary volume to 
the financing of their training activities; 
h) different strategies are adopted by the dif-
ferent regional SMEs: the Italian regional 
SMEs prefer to devote a  substantial 
amount of  training to the benefit of  a small 
share of  employees. The opposite is adopted 
by the Icelandic or the Spanish regional 
SMEs, who prefer to train as many people 
as possible even if  resources are scarce; 
i)  most of the surveyed SMEs (66,2%) point 
out that the training plans have to been 
elaborated by the enterprise without any 
aid from external sources and they have 
individual, annually defined training 
plans; 
j)  there are important differences amongst 
the different regions, due to the existence 
of ad-hoc policy schemes for  supporting 
training plans. 
The different regional approaches to training 
also provide important dissimilarity in the 
characterisation of the courses: 
a) 50% of  the SMEs with a training plan show 
a preference for custom made courses; 
b) only 29,5% of the surveyed SMEs where 
training is carried out at the initiative of 
the personnel prefer custom made courses; 
c)  the use of  self-study seems to rare amongst 
the surveyed SMEs, in the sense that 
whereas 24,1% of them state that they 
have used this type of course, 72% of en-
terprises say the contrary; 
d)  as far as size is concerned, the larger the 
enterprise is, the more important the per-
sonnel of the company itself and of train-
ing centres/associations are as providers. 
Concerning the characteristics of  the person-
nel trained, the survey data suggest the fol-
lowing: 
a) the personnel that mostly benefit from 
training belong to the departments of pro-
duction and management administration; 
b) the larger SMEs and those with training 
plans show a higher diversification in the 
departments or professional levels of  their 
trained personnel; 
c)  on average, the surveyed SMEs estimate 
that employees are willing to be trained; 
d) the interest of  employees towards training 
is higher in medium-sized enterprises and 
in those SMEs where training is carried 
out according to a training plan; 
e)  there are many contrasts in terms of de-
partments and professional levels of 
trained personnel, probably due to the dif-
ferent economic specialisations and train-
ing situations amongst the surveyed re-
gions. 
The survey data show that only a minor per-
centage of the surveyed SMEs (31.3%) have 
received public financial aid. Most of these 
are larger SMEs and SMEs with a training 
plan. There is a  strong correlation between 
receipt of public aids and the importance at-
tributed to them: the regions where the aids 
are regarded as a determinant for developing 
training activities correspond exactly with 
those regions where the percentage of SMEs 
benefiting from aids is lower (the Finnish, 
Icelandic and Italian regions). 
The surveyed SMEs are quite satisfied with 
the training activities carried out. The satis-
faction indicated in the Greek and Spanish 
regions is particularly interestingattributed, 
since these two regions have the lowest per-
centage of  SMEs active in training activities. 
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Analysis of the existing regional 
continuous vocational training systems 
in Europe 
Several European countries, such as Austria, 
Finland, Iceland, Norway, The Netherlands 
and Spain do not have a national/regional leg-
islative framework that regulates and defines 
CVT. They adopt a 'liberal' approach, where 
CVT activities are the sole responsibility of 
the private agreements reached between em-
ployers and employees themselves. 
Other countries, such as Belgium, France, 
Greece, Italy and Portugal adopt a more 'in-
terventionist' approach, in the sense that the 
public authorities play a primary, pro-active 
role. But there are also some differences be-
tween these countries: in Greece and Portu-
gal we find a highly centralised CVT policy 
structure, where the regions do not have the 
capability to carry out an own regional CVT 
policy; in other countries, such as Belgium and 
Italy, there is a de-centralised model, where 
the main actors for planning activity and the 
administrative management of training ac-
tivities are the regions. France is located in 
an 'intermediary' position; regional authori-
ties can implement specific supports on CVT 
activities, though the main orientations and 
regulations of CVT policy are still primarily 
designed at central level. 
The different existing situations are reflected 
in the different priorities of the national/re-
gional CVT policies. This notwithstanding, it 
is possible to identify in most of the regions 
surveyed an increasing awareness of the im-
portance of CVT for the competitiveness of 
national/regional enterprises, which explains 
its current priority status amongst policy 
makers. 
Assessment of CVT systems and 
barriers to training 
This section describes the most important 
information channels for SMEs relating to 
training, assesses the available information 
on training supply and public programmes as 
well as the suitability of training supply and 
training programmes to meet SME needs. 
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The most important information channels on 
existing training supply are business/sector 
associations and training centres/organisa-
tions. Other relevant suppliers of  information 
are newspaper and suppliers of equipment. 
SME assessment of the availability of infor-
mation on training supply and public pro-
grammes suggests that SMEs regard posi-
tively information on training supply while 
information on public programmes is insuffi-
ciently regarded in all the regions surveyed. 
The distinction by enterprise size and between 
SMEs that do/do not carry out training ac-
tivities shows remarkable differences. The 
larger SMEs and those SMEs that effectively 
carry out training activities seem to value 
more positively the suitability of existing 
training supply and public programmes. 
According to the general SMEs own point of 
view, there are three main reasons limiting 
the development of training activities: 
a) high costs of training courses; 
b) problems of  internal organisation with ref-
erence to attendance at courses; 
c)  the bad quality/unsuitability of available 
training courses. 
Two other also factors play a role, 
a) the lack of interest of the personnel; 
b) difficulties in identifying the enterprise's 
training needs. 
There are also different perceptions on the 
above limiting factors from the SMEs: the 
small ones are more sensitive to high costs 
and the bad quality/unsuitability of  the avail-
able courses; the large SMEs are more sensi-
tive to the problems related to internal organi-
sation. 
It is important to underline the fact that 
SMEs do not perceive the lack of  support from 
the government as an important barrier to 
training. __________________ Leonardo da Vinci I programme:  project synopses 
Perceptions of  the barriers seem to be depend-
ent on the regions surveyed. The experts dif-
ferentiate between two main groups of  barri-
ers: 
a) 'internal-to-the-firm', referring to the char-
acteristics of SMEs, internal organisation 
and size; 
b) 'external-to-the-firm', referring to the high 
cost of  training for most SMEs, the lack of 
transparency that characterises most of 
the existing training markets. 
One of the most feasible solutions to these 
barriers to training is the creation of inter-
enterprise collaborative structures that could 
at least partly address the problems of  insuf-
ficient size. It is particularly interesting to 
know which kind of  courses are suggested by 
SMEs themselves to encourage their train-
ing activities. Non-training enterprises offer 
strong support for custom-made courses and 
have a better opinion of self-study courses as 
a suitable method for training; training en-
terprises resort more often to external open 
courses. 
Conclusions 
Having in mind European SMEs CVT prac-
tices and existing regional CVT systems, it is 
possible to suggest several lines of action for 
the different agents involved in CVT,  SME 
employers, SME employees, CVT  suppliers 
and policy makers. 
Suggestions for SME employers and employ-
ees are as follows: 
a) SME employers have to be conscious that 
any investment in the competence and 
skills of the workforce has to be seen in a 
long-term perspective; 
b) training has to be understood as an ele-
ment of enterprise general strategy; 
c)  employers have to be involved in the plan-
ning process of the enterprise's training 
policy; 
d)  SME employers have to acknowledge those 
employees who request and accept train-
ing, in order to motivate employees to take 
on training; 
e)  cooperation with other enterprises facing 
the same difficulties could be an appropri-
ate tool for overcoming obstacles; 
f)  employees have to be conscious about the 
need to continuously develop their own 
skills/human capital during their life, not 
only as a tool for maintaining their  job, but 
also as an instrument for improving their 
career prospects; 
g)  employees have to learn the principle that, 
in order to safeguard themselves, they have 
to increasingly contribute to training, even 
from their own means (for example through 
self-learning, using holidays). 
Suggestions for CVT suppliers: 
a) training contents and methodologies have 
to be continuously updated and improved, 
moreover, they have to be well aware of  en-
terprises' training requirements. 
b) the quality of training programmes has 
also to be continuously improved, not only 
from a quantitative but also from a quali-
tative point of view; 
c)  CVT suppliers have to make an effort to 
better inform and advise SMEs on the 
available options, basically through an in-
tensification of  their marketing efforts and 
an adaptation their language to SMEs. 
Suggestions for CVT policy makers: 
a) policy makers have to encourage aware-
ness of  SME employers/employees regard-
ing the importance ofCVT for the competi-
tiveness of their enterprise; 
b) future policy has to be designed from the 
enterprises' perspective, bearing in mind 
their needs, practices and requirements; 
c)  CVT activities cannot be isolated from the 
general education system, links between 
the two worlds have to be reinforced; 
d) information and marketing on the avail-
able options have to be improved and ad-
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ministrative procedures have to be short-
ened and simplified; 
e)  financing of  SMEs investments in skill and 
training development has to be continu-
ously encouraged and strengthened by 
public agents; 
f)  employees have to realise that they are the 
main actors responsible for their own ca-
reer management; 
g) tax relief  is one of  the most suitable means 
of support as it is based on the individual 
enterprise's initiative and avoids inefficien-
cies; 
h) public bodies have to set up methods and 
routines for the evaluation of  existing CVT 
supply, so that its quality can be continu-
ously improved and adapted to existing 
needs and requirements. 
Training processes in lean 
learning.  enterprises witb par-
ticular emphasis on lifelong 
learning 
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Summary 
In this study three companies were examined: 
a  distribution company in the UK, a  large 
drug store in Germany and a private bank in 
Austria. 
The study examined the operational leanness 
of the three companies and the development 
of their business organisation in terms of or-
ganisational culture and lifelong learning. 
The case studies show that there are no cri-
teria for defining a 'lean' or a 'learning' enter-
prise. 'Lean thinking' amounts to the concen-
tration of business policies and decisions on 
the dimensions and processes of  wealth crea-
tion in the sense of  a 'restriction to essentials' 
involving specification of value, avoidance of 
waste and of needless effort and expense, fo-
cusing on customer requirements and con-
tinuous improvement. 
A lean learning organisation is characterised 
by the following attributes: 
1.  On-the-job learning is supported by plan-
ning, implementation, evaluation, working 
parties, improvement and innovation 
teams, flat networked management and 
flexible documentation and, last but not 
least, by a culture of trust and support. 
2.  The learning process is designed to take 
account of the company's medium- and 
long-term aims and is facilitated by open 
and non-hierarchical channels of commu-
nication. 
3.  Supporting staff  development is an impor-
tant company aim and helps to secure the 
future of the organisation. 
The study began by examining the following 
quantitative factors. 
Company development phase: pioneering 
phase -> differentiation -> integration -> as-
sociation describes the process by which a 
business and its style of  management develop 
from a rather informal organisational system 
into a single focused entity. __________________ Leonardo da Vinci I programme:  project synopses 
Cultural diagnosis: 12 cardinal points within 
an enterprise. Each of the twelve cardinal 
points complements one of the others, and 
they may be represented as polarised pairs of 
qualities: 
0  striving for progress but nurturing tradi-
tion; 
0  adopting a visionary approach but striv-
ing for efficiency; 
0  prepared to take risks but seeking secu-
rity; 
0  establishing rules and order but always 
ready to innovate; 
0  serving single-mindedly but always adapt-
able; and 
0  running a  tight ship but anxious to pro-
mote the common good. 
The  stakeholder-centred approach:  the 
stakeholders in a business are its customers, 
its suppliers, its owners or shareholders, its 
staff and society at large. 
Corporate learning, as a means of  optimising 
key processes and as an expression of a com-
pany's stakeholder-centred approach, is at the 
core of any staff-development strategy. The 
study examined the importance that the three 
businesses attach to training, how they iden-
tify learning needs, the available training 
opportunities, the learning processes and how 
the companies use and recognise the skills 
and knowledge acquired by their staff. 
Aids to corporate learning: the study identi-
fied the principles, structural elements and 
measures that encourage and support corpo-
rate learning. A distinction was made between 
the core and support processes on the one 
hand and the managerial processes, together 
with cultural and social subsystems, on the 
other. 
In a 'lean-rating questionnaire', six constitu-
ent elements of lean enterprises were as-
sessed: 
a) the human face of  the organisation and the 
priority it accords to its staff; 
b) the principles of  lean production practised 
by the organisation; 
c)  the pull principle (company policy driven 
by customer demand); 
d) the process-flow principle (avoidance of 
needless effort and expense); 
e)  the muda principle (avoidance of waste); 
f)  the principle of continuous improvement. 
Curricular analysis of  training programmes: 
the study categorised company training 
courses by subject, time input, target learn-
ing outcomes and methodology and drew in-
ter-company comparisons. 
A qualitative examination based on struc-
tured and open-ended interviews supple-
mented the quantitative indicators. This 
qualitative analysis related to the company's 
development phases, the respondent's concept 
of learning, the learning activities in which 
staff  engaged, the place of  learning processes 
within the fabric of the company and the in-
struction methods used on the training 
courses. A 'training questionnaire' was used 
to obtain various assessments of training 
needs and the value of  in-house training. Ex-
perts from the project team used the collected 
data to evaluate the extent to which the prin-
ciples of 'be lean and learn' were in balance 
within the analysed companies. 
The individual findings for the three analysed 
companies cannot be presented in the context 
of this summary; for details of the study, 
please see the project team's report. 
Conclusions 
The three enterprises featured in the study 
are by no means object lessons in the perfect 
execution of a think lean policy. Be that as it 
may, the study has produced a number of  sug-
gestions as to the learning and training im-
plications of a business strategy that is pri-
marily driven by economic goals. 
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Lean thinking is not an organisational model, 
although organisational lessons naturally can 
and must be drawn from it; in fact, it is pri-
marily a matter of  attitude. For that reason, 
the study devoted particular attention to the 
cultural side of company development. 
It is fair to say that the three analysed busi-
nesses are at different stages in their devel-
opment, not only in general terms but also, 
and more especially, in terms of their indi-
vidual functional elements. 
It is plain to see that, in cases where 'lean 
thinking' is the prevailing philosophy or the 
ideal that shapes the corporate culture, busi-
nesses will tend to seek a value-adding unity 
of  purpose through common ideas and visions. 
The point is that 'thinking lean' does not mean 
tightening the application of formal rules or 
optimising systems of centralised control; on 
the contrary, it is all about the identification 
of  all members of  an organisation with its fun-
damental ideas and values. 
Special importance therefore attaches to the 
issues and requirements arising from this 
approach regarding the nurtured and spon-
taneous development of common modes of 
behaviour and communication styles and re-
garding a common understanding of the sig-
nificance and aim of the work performed by 
the various departments within the organi-
sation. 
V:  .......... al  te  .  •  .  •.~..!.-I  .u:"u  en  rpnses  _m ~:•.uu. -
vooational training -(ISIS -
OSIRIS)_ 
LdV D/97  /2/00057/ENIII.2.a./CONTP 
Coordination: ISIS project: Wiesbaden Insti-
tute of Education (Padagogisches Institut 
Wiesbaden) in the Hessian Regional Institute 
of Education (Hessisches Landesinstitut fur 
Padagogik  ). 
OSIRIS project: Professor Hans Martin, Dr.-
lng., Institute of  Labour Studies (lnstitut fur 
Arbeitswissenschaft), University of Kassel 
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Partner organisations: 
Germany: 
0  Hessisches Landesinstitut fur Padagogik 
0  Padagogisches Institut Wiesbaden; 
0  HRM Consult, Kassel; 
0  Max Eyth School, Alsfeld; 
0  Schulze-Delitzsch School, Wiesbaden; 
Friedrich-Ebert School, Wiesbaden. 
Ireland: 
0  DEIS, Cork Institute of  Technology (CIT), 
Cork. 
Greece: 
0  Laboratory of Medical Informatics (LAB), 
Aristotelian University of Thessaloniki; 
0  Technological Education Institute (TEl) of 
Halkida, Chalkis 
Countries: Ireland, Germany and Greece 
Term: December 1997to April 2000 
Publication: S.  Kreher, Institute of Labour 
Studies, University of Kassel, Virtuelle 
Unternehmen in der beruflichen Erstaus-
bildung (ISIS- OSIRIS). Gesamthochschule 
Kassel, 2 August 1999. 
Summary 
'Virtual enterprises' are business structures 
which have been created as a response to new 
competitive demands. They are companies 
which conduct their business through the 
Internet or loose associations of  independent 
companies which trade publicly under a com-
mon name but whose organisational links are 
administered exclusively by means of infor-
mation and communication technology. 
The characteristics of  virtual enterprises are 
an extremely customer-centred approach, 
temporary forms of  work organisation, decen-
tralised organisation of the problem-solving 
team and the exclusive use of the Internet/ 
Intranet or Extranet instead of a fixed place 
of business. 
Three types of  virtual enterprise 
1.  Type A: a virtual enterprises is constituted 
on the basis of an existing pool of compa------------------- Leonardo da Vinci I programme:  project synopses 
nies whose management teams know each 
other (trust). 
2.  Type B: where a company is short of par-
ticular skills, it brings in an external part-
ner, but only for the lifetime of the virtual 
enterprise. 
3.  Type C: a virtual enterprise is constituted 
by companies which have not previously 
had any dealings with each other, so it is 
not founded on mutual trust; this is the 
least common form of virtual enterprise. 
Inhibiting factors: the parties lack experience; 
specialists are tied to a particular company; 
trade unions are sceptical; it is a complex ven-
ture; obstacles arise in the course of coopera-
tion. 
Skill requirements for staff  of  virtual 
enterprises 
0  Specialised technical skills: knowledge of 
ICT (familiarity with applications and net-
works, knowledge of  operating systems, the 
ability to create and maintain intranet and 
web pages and familiarity with communi-
cation software), linguistic ability and cul-
tural awareness. 
0  Key skills are: awareness of problems, en-
terprising mentality and behaviour, a sense 
of responsibility and the ability to be a 
team player, to act on one's own initiative, 
to take independent decisions and to cre-
ate an atmosphere of mutual trust. 
Virtual enterprises create new forms of  work 
and new workplaces; there are no steady  jobs 
in the traditional sense any more; the de-
mands on employees depend on the work in 
hand; within a continuous training process, 
inputs occur as and when required. 
Team design is crucial to the success of vir-
tual enterprises; educational, methodological, 
procedural and behavioural standards have 
to be defined and established. 
Examples of  virtual enterprises 
0  The Virtual Company is a loose association 
which currently comprises 14 independent 
small and medium-sized Swiss businesses 
from the realms of information and tel-
ecommunications; these companies form a 
fixed pool of  skills and experience (Type A). 
0  Virtuelle Fabrik Euregio Bodensee is a com-
bination of 27 companies (large, medium-
sized and small) around the shores of  Lake 
Constance. 
0  Systemhaus Seitz, with 250 member busi-
nesses, is a virtual enterprise in the Ger-
man-speaking countries. 
0  Personalvermittlung Newplan is a service 
which finds work for freelancers; it cur-
rently employs 150 people. 
0  PUMA Sportartikel (Deutschland) focuses 
on the development, design and market-
ing of sportswear. The logistics and manu-
facturing of the products are entrusted to 
a global network of partner companies; a 
new virtual enterprise is set up every time 
a new product is introduced. 
The organisation of  vocational training 
in virtual enterprises 
Virtual training is designed to complement 
the conventional forms of training. Training 
loses its stationary character and is net-
worked. Appropriate learning software has to 
be developed, as must web-based training 
strategies which allow rapid curricular 
changes to be effected through the Internet 
or Intranets. 
Media-based learning is the key to success 
It is possible to organise a system of  vocational 
training within virtual enterprises. With a 
fixed pool of  employees and instructors, teach-
ers and pupils, a virtual learning community 
can be created as a mirror image of a virtual 
enterprise, with each member able to formu-
late and satisfy his or training needs. 
There are various providers of staff training 
who can meet the needs of  virtual enterprises. 
Users learn the techniques and key skills they 
require for work in virtual enterprises. Vir-
tual teams form themselves into learning 
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communities and can also use these techno-
logical resources to make their teamwork 
more effective. 
Schools can offer their teaching rna  terial 
through the Internet as a supplement to for-
mal lessons; in other words, a virtual enter-
prise of type A orB is developed when pupils 
and teachers work together in a team on the 
computerised material. 
ISIS project 
The ISIS project was developed in partner-
ship with eight European institutions (see 
above). The aim of the project is to establish 
virtual enterprises in the domain of educa-
tion and training. 
The following are the main points regarding 
the implementation of this project. 
0  The creation ofwebsites-a public Internet 
site with general information on the project 
and a  closed Intranet for exchanges be-
tween project participants. 
0  Discussion boards are considered indispen-
sable for communication on technical mat-
ters and on questions of content and or-
ganisation. 
0  Many interesting proposals were made at 
the start of the project, but the establish-
ment of  a market-research institute to sur-
vey the eating habits of young people in 
Europe was the only one to be imple-
mented. The input from the surveyed pu-
pils, however, was limited. Because of a 
lack of agreement among the project par-
ticipants about a further virtual enterprise, 
the project management team decided to 
create its own virtual enterprise. The aim 
of this venture is the production of a CD-
ROM on virtual enterprises in vocational 
training. 
The accompanying OSIRIS project (see above) 
The organisation and management of  OSIRIS 
are based on a  cooperative model involving 
self-determination, autonomy, initiative and 
shared responsibility. 
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In order to evaluate the ISIS project, OSIRIS 
established eight study packages, with vari-
ous questions under each heading: 
1.  collection of  general data from the respond-
ents; 
2.  new company structures and initial voca-
tional-training needs, decision-making 
processes in virtual enterprises and their 
procedural implications for the vocational-
training system; 
3.  process management and vocational train-
ing (e.g. activities, resources, skills, inter-
faces between the various functional areas 
of  the ISIS project, efficiency and the cost-
benefit ratio); 
4.  communication structures and cooperation 
procedures in virtual enterprises and their 
implications for initial vocational training; 
5.  development of employees' identification 
with their work and improvement of  voca-
tional-training activity; 
6.  cooperation between cultures and pros-
pects for European integration of voca-
tional-training systems; 
7.  continuous organisational-development 
consultancy; 
8.  information technology in virtual enter-
prises and IT requirements within the sys-
tem of vocational training. 
MOSAIC: Managing diversity 
-innovative research towards 
mainstreaming equality 
LdV Id.: 1783 
Coordinator: 
0  Professor Teresa Rees, School of Policy 
Studies, University of Bristol, 8  Priory 
Road, Bristol BS8 ITZ 
Partners: 
0  Alison Parken, University of Bristol, UK __________________ Leonardo da Vinci I programme:  project synopses 
0  Rajvinder Kandola- Pearn Kandola, Ox-
ford, UK 
0  Mary Deeks, UK 
0  Agneta Stark, University of Orebo, Swe-
den 
0  Esther Appelo, Driekant Education, Neth-
erlands 
0  Laura Terragni, Fondazione Elvira 
Badaracco, Italy 
0  Marina Piazza, Fondazione Elvira 
Badaracco, Italy 
0  Tom Casey, The Circa Group Europe, Ire-
land 
0  Mary Donnelly, Ireland 
Countries: 
Ireland, Italy, Netherlands, Sweden, United 
Kingdom. 
Period: 
From 1996 to 1998. 
Final Report: 
"Project Mosaic: Innovative Research towards 
Mainstreaming Equality." 1999 
Summary 
The aim of  the project MOSAIC is to help com-
panies in Europe to become more economi-
cally competitive by enhancing their use of 
human resources. The approach is to learn 
from case study employers using or introduc-
ing a human resource management approach 
know as 'managing diversity'. This is a model 
which has been largely developed and imple-
mented in the United States. It has some char-
acteristics in common with the European 
equal opportunities approach know as 
'mainstreaming equality', but there are im-
portant differences, too, which the project has 
analysed. 
The principal objectives are the following: 
a) to clarify the concepts of managing diver-
sity and mainstreaming equality; 
b) to conduct case studies of employers iden-
tified as managing diverse workforces; 
c)  to analyse the results and disseminate 
them widely. 
These objectives have largely been met. A core 
research team from five Member States has: 
a) prepared a series of papers on managing 
diversity and mainstreaming equality, 
some of which have been published; 
b) distributed the papers to a wider group of 
'validating partners' such as personnel or-
ganisations, employers, trade unions, 
equality agencies and business develop-
ment agencies in a wider group of  member 
states to disseminate to their constituen-
cies; 
c)  prepared background papers on equal op-
portunities in the respective Member 
States as a context for analysing the case 
studies; 
d)  conducted theoretically sampled case stud-
ies of employers managing diverse work-
forces; 
e)  analysed the results individually and the-
matically; 
e)  clarified the similarities and differences 
between the two approaches; 
f)  disseminated the results widely through 
publications and conference presentations. 
The case studies number thirteen, with most 
of the companies falling within the EC defi-
nition of'large', being more than 250 employ-
ees; the exception is an Italian manufactur-
ing company with 120 staff. They were 
selected to allow comparisons across sector 
and country and they included: 
a) public sector health authorities; 
b) post and telecommunication companies 
that were either new or ex-public sector; 
c)  white goods, computing and other manu-
facturing companies; 
d) multi-national financial service sector com-
panies. 
The case studies in the Mosaic project were 
identified as examples of employers with ac-
tive diversity policies. Some stressed this fea-
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ture in their human resource management 
approach or their mission statement in their 
general or recruitment publicity. Some were 
actively involved in initiatives or projects with 
equality agencies. The researchers drew on 
analyses of  company documentation and sta-
tistics, and interviews with key actors, plus, 
in some cases, staff to identify the key ele-
ments of the diversity approach. 
The key elements of a  managing diversity 
approach were identified as follows: 
a) equality vision. Equality as part of  the em-
ployers' mission culture and value systems, 
and it should be familiar with company 
policy; 
b) consultation and ownership of equality. 
Many of the organisations had conducted 
surveys of  their employees to identify bar-
riers thought to impede their progress. 
Managers at all levels took the findings 
seriously. Workshops, seminars and train-
ing were common features. One of  the out-
comes was that diversity among women 
and among men was recognised. Policies 
that suited some were recognised as not 
necessarily benefiting all; 
c)  respect and dignity of  employees. The case 
study employers placed a high premium on 
the personal dignity of employees. This 
meant that the culture was one that would 
not tolerate sexism, stereotyping or har-
assment of any kind. It was regarded as 
essential that work relationships were 
based on mutual respect, and that mem-
bers of staff were aware that discrimina-
tion would be not tolerated; 
d) reconciliation of  work and family life. The 
employers tended to be pro-active in rec-
ognising that employees might have do-
mestic and family responsibilities and 
sought to accommodate them. This in-
cluded paying for or providing childcare 
and allowing flexibility in hours worked. 
Family were seen as a  positive aspect of 
employees' lives rather than a hindrance. 
e)  challenging the long hours culture. Imagi-
native approaches had been developed in 
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some of the organisations to the issue of 
time. Creating a culture oriented towards 
productivity rather than presenteeism was 
a feature of such approaches. Teleworking 
from home was one strategy used. 
There are clear differences in motivation and 
approach between the case studies. Those in 
the early stages of developing diversity poli-
cies, and those who have to implement such 
policies principally because they have an 
American or multi-national corporate culture 
committed to diversity, tend to focus simply 
on gender and address overt discrimination 
such as racial harassment. They restrict their 
scope to recruitment, promotion and some 
aspects of work organisation and culture. By 
contrast, those at the other end of the con-
tinuum have a much wider remit in terms of 
characteristics: they focus more on develop-
ing the individual regardless of  their ascribed 
characteristics. This is expressed through 
advertisements for recruitment and training 
programmes aimed at those with interna-
tional competence. The knowledge of  custom-
ers, especially ethnic groups, is seen as vital 
to addressing customer need. Managing di-
versity for such employers moves beyond hu-
man resource management to the develop-
ment of a market agenda and, in some cases, 
a  social policy agenda. One of the Swedish 
companies saw addressing racism in the 
workplace as a  contribution to addressing 
racism in Swedish society more generally. 
While all companies had a  reputation for 
managing diversity, the extent to which they 
embraced the full range of equality dimen-
sions varied considerably. A few had moved 
little beyond gender but had at least em-
braced gender pro-actively. Some had en-
gaged with racial harassment as an issue but 
without valuing racial differences as an as-
set. Few had innovative approaches towards 
disability, sexual harassment or age. Indeed, 
the more sophisticated employers in terms 
of  developed policies and practice shied away 
from equality groups and used a  discourse 
of valuing the individual, ignoring rather 
than addressing group disadvantage. This is 
given as a  rationale for not monitoring in 
some cases. This vision of diversity as indi-
vidually focused is one of the fundamental _________________  Leonardo da Vinci I programme:  project synopses 
differences between managing diversity and 
mainstreaming equality. 
Most of the case studies are from the private 
sector and include examples where diversity 
has been embedded into the organisation and 
culture. One clear finding is that those em-
ployers where diversity was embedded at the 
inception of the organisation appeared to be 
particularly successful in establishing a  di-
versity culture. 
Advantaged not disadvantage 
(AND): A-project ,to establish 
new models-of  initial training 
for disadvantaged young peo-
ple based on the assessment'_of 
curren~-provision  in 5 'EU geo-
grap~c  areas 
LdV Id.3886 
Coordinator: SQW Segal Quince Wicksteed 
Ltd, The Grange, Market St. CB4 5QG Cam-
bridge UK, E-mail: mailbox@sqw.co.uk. 
Partners: 
0  the economic and development consultants 
ofSQW, (UK) 
0  the Research Unit for Sociology of Educa-
tion (RUSE), Finland; 
0  the National Social Research Centre 
(EKKE), Greece. 
Countries: Finland, Greece and the UK. 
Period: during 1997. 
Final report: SQW Ltd: "Advantage Not Dis-
advantage (AND)''. Final report for Finland, 
Greece and the UK." March 1998. 
Summary 
The principal aim of this project is to estab-
lish new models of initial training for dis  ad-
vantaged young people based on critical as-
sessments of the current conditions in 6 EU 
geographical areas. 
However, the final report concerns three coun-
tries: Finland, Greece and the UK. 
Some highlights (Finland, Greece, 
United Kingdom) 
Respondents were invited to value the qual-
ity of training design, delivery and develop-
ment. Another objective was to consider the 
most important external influence on train-
ing development, and to suggest possible 
changes. 
All countries share common results: confi-
dence about the content of training was par-
ticularly high, but confidence about prepara-
tion for work and follow-up was very low. 
Many respondents did not comment, nega-
tively or positively, because they did not have 
enough information: 
a) definitions of 'disadvantaged' in the three 
countries differ.  In Greece and Finland 
some organisations do not have formal defi-
nitions of disadvantage. In all three coun-
tries the commitment towards disadvan-
taged young people appears very individual 
and fragmented. Young people needing 
support are not a specific target group; 
b) young people and employers do not play a 
decisive role in training design, and train-
ers would like to play a greater role than 
at present. There is no evidence of a  de-
sign of  training with reference to good prac-
tice elsewhere or external comparisons; 
c)  in all three countries there is little confi-
dence in the quality of  vocational guidance. 
Criticisms are made of  pre-and post-train-
ing course assessment and guidance sup-
port. Most assessments are carried out by 
training providers in all three countries; 
d)  young people feel that assessment does not 
take account of their needs and strengths. 
Opinions on final assessment experience are 
different: positive in Finland, patchy in the 
UK, and poor in Greece. Follow-up systems 
were not found in any of  the three countries. 
e)  formally valued and recognised training 
outcomes are funding driven. Policy mak-
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ers agree that outcomes are limited and 
narrow, but respondents underlined a need 
to broaden outcomes to include social, edu-
cational and personal development aspects; 
f)  formal accountability is almost exclusively 
with the commissioner and training pro-
vider, not with the beneficiaries. It focuses 
on setting targets rather than focusing on 
the engagement of  young people, good prac-
tice, and benefits to young people; 
g)  quantitative and qualitative monitoring is 
taken seriously by all agencies in the UK; 
this is not observed in Greece and Finland. 
Respondents would welcome greater for-
mal accountability to the beneficiaries of 
training; 
h) contractual cooperation is rare in the UK 
and in Greece, and absent in Finland. 
Training and social-care agencies do  not 
work closely together. UK respondents are 
more involved in cooperation than in 
Greece and in Finland, where the systems 
appear more obstructive and respondents 
are more suspicious of  such arrangements. 
Formal processes of  cooperation do not ex-
ist in all three countries; 
i)  budgets are allocated according to pro-
jected needs and priorities and to the par-
ticular type of training programmes al-
ready in place. In the UK and in Finland 
joint-funding arrangements are increasing. 
In all three countries the major funders of 
initial training are national governments. 
Funding structures and authorities are 
considered to be remote, centralist and in-
accessible to implementers or other 
stakeholders. In the UK and in Finland the 
negative impacts of compulsory training 
policy caused concern. 
Conclusion and recommendation 
Respondents in all countries mentioned gov-
ernment policies and priorities, EU directives 
and funding requirements as factors to be 
considered in relation to training design and 
development. There were also many other 
factors such as regional and organisational 
policies, lack of  information on youth require-
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ments, local needs and local agency manage-
ment/board priorities. 
In summary, the following possible solutions 
have been identified at national and interna-
tionallevel: 
a) definition of  disadvantage. First, a review 
at national level is needed to arrive at a 
more specific definition which is relevant 
to interventions needed. Policy makers 
have to ensure that definitions are work-
able. Second, at EU level, the definition of 
disadvantaged groups should be positive 
and holistic. Mter this, an accreditation of 
individual assets, deficits and needs for 
assistance should be identified. A develop-
ment team should be employed to exam-
ine what is required to achieve this; 
b) knowledge of  disadvantage. Policy makers 
should develop stronger national standards 
for measuring knowledge,  skills and 
competences by a range of  criteria. Annual 
awards should be established for regional 
centres of  excellence and visits, exchanges, 
and secondments to transfer knowledge 
should be funded.  Commissioners and 
training providers should be consulted by 
a group of  young people and should estab-
lish national systems on the basis of  regis-
tration networks, chartered organisations, 
twinning networks, etc. Another important 
point is the development of a  training 
structure for agencies across the country. 
At EU level twinning relationships should 
be established between commissioning and 
training provider agencies. Interaction on 
the basis of clear development exchange 
bids should be developed; 
c)  commitment to disadvantage. Policy mak-
ers should commit themselves more at na-
tionallevel and ensure quality provision. 
Commissioners and providers should fos-
ter young people's involvement in train-
ing development, knowledge development, 
joint delivery etc. Funding should not 
change with political shifts or public opin-
ion. At EU level there is scope to improve 
national provisions via more demanding 
European requirements. A European team 
should review and develop more meaning-I 
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ful  definitions of,  and criteria for,  fund-
ing for young marginalised people, involve 
key beneficiaries in design and develop-
ment, support monitoring and evaluation 
and assess impacts and achievement. A 
development team should also examine 
how this could be implemented and moni-
tored; 
d) design of training.  Solutions at national 
level could be origination of standards for 
planning and design, of feasibility and 
piloting of new methods, and the exami-
nation of practice elsewhere. 
Requirements should be: 
0  effective control and constant monitor-
ing of working methods; 
0  involvement of  young people and stake-
holders in the design, appraisal, awarding 
and monitoring of contracts; 
0  assistance for the commissioners to im-
plement such development; 
0  at EU level, a funding of three yearly 
awards to one area in every country for 
joint agency bid should be considered. Aims 
are: to develop and achieve an improved 
design of  programmes as suggested above; 
to disseminate the methodology and ap-
proach; and to monitor and evaluate the 
impact and changes; 
0  attracting and marketing: at national 
level policy makers should establish agen-
cies to support tailored marketing ap-
proaches to young people as 'training con-
sumers'. Peer-marketing possibilities 
should be explored to raise awareness in 
school of  vocational training options. At EU 
level, programmes should be developed to 
identify pilot projects that explore the de-
velopment of better marketing strategies 
of training 'to develop attractive and ac-
cessible training for young people'; 
e) guidance and assessment.  Policy-makers 
should guarantee that career guidance and 
advice sessions are available for every 
young person, via trained careers person-
nel, independent of the training provider. 
Policy makers are responsible for introduc-
ing criteria of  progression, rewarding such 
progression, setting up new standards of 
initial and ongoing assessment, and fur-
ther appraisal of individual talent, 
strength and ability by independent asses-
sors. At the EU level, it is important to 
guarantee that every young person gets the 
opportunity of initial, ongoing and final 
assessment; 
f)  delivery of  training. A national a review of 
quality is necessary. The following initia-
tives should be undertaken: 
0  to establish national maps to explain 
how the entire process works, 
0  better methods to link supply to demand 
in the training domain, 
0  guidelines to select and monitor train-
ers, 
0  utilisation of  external examiners, young 
people, employers in the selection process, 
0  examination of employability success 
factors of different kinds/ models of train-
ing, 
0  review of incentives and pilot progres-
sion reward systems to maximise contin-
ued participation, 
0  new regulation for structural funded 
training at EU level, 
0  any training-supported course must 
have evidence of relative local demand, 
0  every training course must give a mar-
keting guide/map tool to young people and 
employers that explains what is offered 
and what could be expected from the train-
ing course. 
g)  training outcomes.  A review of outcomes 
includes the measurement of how inputs 
affect outputs, of incentives for  commis-
sioners and trainers to broaden scope, and 
ofprogress made by individual starting and 
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personal development changes in out-
comes. At EU level there is a need for struc-
tural funds to extend outcomes. Also im-
portant is the utilisation of the external 
examiner system to ensure quality evalu-
ation. 
h) accountability, management and steerage. 
Policy makers have to draw up criteria for 
the satisfaction of the beneficiaries, which 
the implementers must meet as part of 
targets. External examiners linked to lo-
cal areas should advise on the development 
of accountability. National reviews should 
examine the impact of  trainee feedback on 
affecting improvement and favouring 
changes. At the EU level it seems neces-
sary to: 
0  examine the adequacy of monitoring 
and evaluation in ensuring accountability, 
0  develop support systems for projects to 
design appropriate monitoring systems, 
0  foster collaboration and partnerships, 
0  establish commission agencies for the 
promotion of inter-agency networks, 
0  reward projects that employ cross 
agency resources and management, 
0  review how/if structures facilitate/ ob-
struct collaboration, 
0  reward the actions, 
0  examine good practice in details and dis-
seminate models. 
A European directory of contractual multi-
disciplinary design for training partnership 
should be elaborated which includes core in-
formation about features and contact details 
(also on the Internet). 
i)  funding.  National reviews of the impacts 
of funding, more incentives by identifying 
good practice and quality inputs are con-
sidered as solutions at national level. 
j)  other measures are to: 
0  develop structures of constant interac-
tion and cooperation between financial de-
cision-makers and implementers, 
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0  provide incentives for multi-discipli-
nary/ joint resolution of current problems, 
0  develop  systems  for  consultation 
throughout planning and reviews, 
0  change the nature of responsibility, at-
tainment of attendance, tenure, qualifica-
tions, etc., 
0  penalise delays. 
Route.collDSelling.a.s ·a means· 
of  improving the---access. to and 
effectiveness of  trainilig and 
employment· initiatives  ·for· 
deprived groups in ihe labour 
market·  .  .  .  .. 
LDV n: B/95/1/223/111.2.a/FPC- ld. 3898 
Coordinator: Ludo Struyven & Jos Mevissen. 
HIVA Higher institute of the labour studies. 
Katholieke Universiteit Leuven, 2E E Van 
Evenstraat 3000 Leuven, Belgium. E-mail 
Ludo.Struyven@hiva.kuleuven.ac.be 
Partners: 
0  Eoin Collins, Nexus, Ireland; 
0  Valter Fissamber, 
0  J os Mevissen, Regioplan, the Netherland; 
0  Walter Reiter, 
0  Ludo Struyven, Ingrid Vanhoren, HIVA, 
Belgium; 
0  Johan Wets. 
0  Giovanna Altieri, Italy. 
Countries: Austria, Belgium, Greece, Ireland, 
Italy and the Netherlands. 
Period: 1996 to 1997. 
Final Report: "Route Counselling for Disad-
vantaged Groups on the Labour Market: Ex-
plorative Study in six Member States". HIVA, 
Leuven, 1999. 
Summary 
Route counselling is conceived as a dominant 
movement in the area of training, guidance 
and employment measures towards an indi-
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vidualised, longitudinal approach. New forms 
of reintegration for the (long-term) unem-
ployed have been developed in several coun-
tries. The common trend is that, far from be-
ing isolated, training and job placement 
activities are more and more embedded in an 
integral scheme, aimed at re-integrating vari-
ous disadvantaged persons or groups in regu-
lar jobs through an intensive, systematic ap-
proach known as 'route counselling'. 
The subject of  such 'route counselling' can be 
an individual person or a target group. This 
approach involves different organisations or 
actors together deciding the route. It is in-
creasingly  seen  as  the  key  factor  in 
reintegration strategies for disadvantaged 
persons or groups. In addition, the demand 
side of  the labour market has come to discover 
'route counselling' as a method of recruiting, 
training and selecting new personnel from 
target groups, such a ethnic minorities, and 
reintegrating women and the long-term un-
employed. 
The aim of this project is to analyse how far 
the new approach is being implemented, 
which instruments and services are involved, 
to consider the role of  success and failure fac-
tors and to assess the extent to which differ-
ent types of practice are transferable. The 
analysis in this report is based on the cur-
rent debate and state of the art in six Mem-
ber States:Austria, Belgium, Greece, Ireland, 
Italy and the Nether  lands. 
This report comprises five chapters: 
a) chapter 1 gives an introduction to the defi-
nition of the key concept, and highlights 
the key dimensions and basic characteris-
tics of route counselling; 
b) chapter 2 provides an overview of the ac-
tual situation on route counselling in the 
six countries, and a broader overview of  the 
institutional and labour market context; 
c)  chapter 3 deals with the specific situation 
of route counselling in each country, since 
the cases from the six countries do not dem-
onstrate just a  single type of route coun-
selling project; 
d) chapter 4 focuses on the critical factors and 
the consideration of strengths and weak-
nesses based on good example; 
e)  chapter 5 identifies the common functions 
and tasks necessary to implement route 
counselling. It provides a profile of  the pro-
fessional roles associated with implement-
ing the core elements of route counselling 
in the practice. 
Over 45:,Causes of  exclusion, 
and the role_ofUfelong,lear:D.• -
ing. 
LDV Id. 5048 
Coordinator: Maria Luisa Mirabile by the 
IESS-AE, Istituto europeo di studi sociali-
associazione europea. P.0.22 00198 Rome 
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Summary 
The impact of population ageing on employ-
ment and on the labour market is one of the 
most pressing issues confronting European 
society. On the one hand there is an increase 
in the average age of the economically active 
population in the EU; on the other, the con-
tinuous lowering of labour force exit thresh-
olds and the existence of age discrimination 
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in the labour market, means that people over 
40 are regarded as nearing the end of their 
working lives. 
The European Observatory on Ageing and 
Older People (EOAOP) was established in 
1990 to monitor four key policy areas: 
a) incomes and living standards, 
b) health and social care, 
c)  social integration, and 
d) age and employment. 
The first major EOAOP report identified five 
relevant forms of discrimination concerning 
the over-45s, as follows: 
a) early loss of employment, 
b) discrimination in the recruitment process, 
c)  exclusion of the older unemployed, 
d)  exclusion from training, 
e)  discrimination at retirement age. 
This study has provided a picture of the ap-
proach of four Member States (Spain, Italy, 
Sweden and Finland) towards continuous 
training I life-long learning. The consolidated 
experience and tradition in educational inter-
ventions of the Scandinavian countries may 
be very important for the rest of the EU, but 
also Spain shows what can be achieved, even 
from a relatively low base, when the political 
element is present. 
Recommendations of  the research are the fol-
lowing: 
a) at EU level,  the Commission should dis-
seminate examples of  good practice and en-
courage the Member States to develop con-
tinuous training/life-long learning; 
b) at national level,  each Member State 
should create a national strategy on life-
long learning I continuous training, dem-
onstrate a  good practice in the public 
sphere and, introduce special initiatives 
such a 'knowledge lift'; 
c)  at the enterprise I organisational level, the 
social partners should emphasise continu-
ous training and its importance for the 
economy; 
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d) At the older-worker level, these have to up-
date their skills and to take advantage of 
the education and training opportunities, 
which are available. 
In the cases examined there are substantial 
differences among the countries, reflecting the 
different approaches between north and 
south. In the two Nordic countries there is 
already a  history of public commitment to 
training and acceptance of  the principle oflife-
long learning. These countries have developed 
a  partnership model between governments, 
municipalities, trade unions and workers. The 
initiative in Sweden constitutes a good refer-
ence for the other European countries, be-
cause it shows that even the most excluded 
older workers can be drawn into continuing 
education by specially targeted measures. 
In Italy, on the contrary, there is no national 
legislation on life-long learning, participation 
is low and only since the early 1990s was this 
recognised as an issue. Spain also records a 
low participation rate; however, it is more 
advanced than Italy in terms of vocational 
training and development of  a national strat-
egy for life-long learning. Spain has created 
a vocational-training system linking the Min-
istries of Education and Labour to the social 
partners. In 1997 Spain started a four-year 
implementation of  continuous training agree-
ments, which covered a wide range of train-
ing activities. 
The 12 case studies (three in each country) 
chiefly reflect the national frameworks; how-
ever these are not national in a narrow sense 
due to the presence of several multinational 
enterprises. The report included an analysis 
of the 'over-45' labour market, an analysis of 
the causes of early exit and of income sup-
port mechanisms, and an analysis of adult 
educational systems, with particular consid-
eration of vocational training mechanisms 
and lifelong learning practices. ------------------ Leonardo da Vinci I programme:  project synopses 
The labour market among 'over 45' 
workers and lifelong training systems: 
country reports 
Finland 
Unemployment is a  substantial problem in 
the more advanced age groups; the 45-64 year 
group registers higher unemployment than 
average. 
There is a substantial proportion of early re-
tirements: in 1995, the percentage of  pension-
ers in the 45-54 age group was 11.6%, in the 
45-49 age group 36.7% and in the 60-65 group 
83.9%. The main reason for early retirement 
is invalidity. 
Approximately 40% of  people between 40 and 
45 years old only have a  compulsory school 
certificate. Social-security provides the 
unemployed with a benefit system that accom-
panies them up to early retirement age. Pre-
ventive measures are missing and the unem-
ployed over 50 have no access to training, in 
contrast to younger age groups. 
48% of the entire 18-to-64-year population 
takes part in adult education; this percent-
age is constantly rising. There are two types 
of adult education: 
a) voluntary adult education covers just 25% 
of the population group and has a mixed 
form of funding; 
b) personal education covers 70% of  the popu-
lation group and is aimed at re-qualifica-
tion. It is financed by social security insti-
tutions and insurance companies. 
The concept of lifelong learning was intro-
duced in the Finnish program in 1995. The 
main objectives are: 
a) continuous training, 
b) the promotion of  cooperation between work 
and educational institutions, 
c)  increasing knowledge in the labour mar-
ket 
d) the development of the European scope of 
training. 
The most important institutions of lifelong 
learning are the open colleges. They were 
founded at the end of  the 19th century and by 
1990 they were 278 in number. Their princi-
pal o  bj ecti  ves are: 
a) to help people in their personal develop-
ment, 
b) to create cultural equity, improve skills and 
provide vocational training and complemen-
tary basic education. 
The users are normally graduates, service 
workers rather than manufacturing workers, 
and people over 50. 
Italy 
In Italy there is a  low employment rate; in 
1996 it was 52.1% compared with the aver-
age of60% to the EU. The unemployment rate 
for the more mature age groups is lower than 
in other EU countries. The highest percent-
age of people seeking a job is among women, 
though, after 55 years, the proportion is simi-
lar between the two sexes. Compared with 
other developed countries, there is a higher 
rate of  long-term unemployed. The proportion 
of old people seeking employment decreases 
with age. People with higher qualifications 
remain employed longer than those with 
lower qualifications. 
The Italian social-security system protects the 
working position of almost all dependent 
workers with a stable contract ('job for life'). 
This should undergo important modifications, 
and include a development of  active work poli-
cies, including vocational training for young 
and old workers. 
The demand for workers with a precise quali-
fication has led to consideration of the role of 
training in the production process. In the con-
text of reform of its welfare system, training 
policies are perceived as a potential innova-
tive lever for labour market policies. 
The so-called '150-hours' course was estab-
lished in 1973, following an agreement with 
metal workers, stipulating the 150 total hours 
of  paid training added to the same number of 
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hours of  the workers' own free time. Thise can 
offered a lot of  workers the opportunity to get 
the basic education that they missed. 
The ministerial decree no 455 of July 1997 
'Adult education. Education and training in 
primary and middle school' represented an 
important initiative. It aims to promote col-
laboration between school and local commu-
nities, the world of  work and the social part-
ners, and also to activate an integral system 
between professional education and train-
ing. 
However, it is not easy to outline the charac-
teristics of continuous training in Italy, be-
cause this mechanism is new and still under 
definition. 
Spain 
Spain records a very high unemployment rate 
both among young and old people. There are 
two types of contracts specifically aimed at 
the 'over 45s': 
a) the permanent contract: this kind of con-
tract, which was revised in 1997, foresees: 
0  the elimination of  the requirement that 
an individual be registered on the unem-
ployment list for more than a year; 
0  the right, for the contracting firm, to a 
discount on the company's fee payable to 
social security and 
0  the elimination of  the obligation for en-
terprises to maintain the same personnel 
for at least three years. 
b) the substitution and replacement contract 
for early retirement: this is a measure to 
support youth employment. Its purpose is 
to foster the contracting of unemployed 
workers to substitute workers who opt for 
early retirement at the age of 64 (antici-
pating retirements by a year). 
More than 80% of unemployed 'over-45' have 
taken advantage of this form of contracting 
that is generally capable of covering the low-
est qualifications. 
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With the industrial crisis of the 1970s, the 
employment promotion fund (FPE) was cre-
ated to implement re-insertion policies, fun-
damental for the re-employment of workers 
under 55. 
The Spanish continuing training system is 
organised into three areas: initial vocational 
training (FPR); occupational vocational train-
ing (FPO); continuous vocational training 
(FCO). 
In 1997 Spain started the four-year period for 
the application of the continuous training 
agreements. This is a combination of train-
ing actions carried out by the enterprises, 
workers or their respective organisations, 
aimed at improving skills and qualifications 
and also the re-qualification of workers. 
In recent years, the theme of continuous vo-
cational training has been at the centre of 
interest for the government and the social 
partners for two reasons: first the recognition 
of the strategic value of training to increase 
economic competition, and, second, for the role 
that FPC can carry out in e social promotion 
of workers. 
The concept of lifelong learning has a vague 
definition in Spain, because it can encompass 
a wide range of activities 
Sweden 
In the post-war period until1990 the unem-
ployment rate was between 1 and 3%, after-
wards it increased to approximately 8% and, 
in 1997, it reached 9.8%. Most of the unem-
ployed women and men come from the manu-
facturing and the public sectors. Most affected 
is the 55 to 64 age group. Those over 45 have 
a lower degree of education: 83% of the long-
term unemployed have a compulsory school 
certificate (39%) or a  vocational school di-
ploma (44%). Those most at risk are women 
with a low education level. 
In Sweden, early retirement means a perma-
nent invalidity pension given to people be-
tween the age of 16 and 65 whose working 
capacity has been permanently reduced by a 
quarter as a result of either illness or other ------------------ Leonardo da Vinci I programme:  project synopses 
physical and mental disablement. In 1990, it 
was calculated that invalidity pensions 
awarded to the 60 to 64 age groups were six 
times greater than for the 45 to 54 age groups. 
This peak in early retirement reflected the 
program of professional rehabilitation con-
ducted by the social-security offices as well 
as the specific crises recorded in the Swedish 
economy. 
Lifelong learning is intended to combine edu-
cation and learning processes that last 
throughout the working life. For Sweden we 
can talk of two generations of lifelong learn-
ing approaches: the first one is more human-
istic, aimd at improving the quality of life, 
while the second, which was developed in the 
1980s, is more linked to the economy. 
The principal objective is to create 'schools for 
everyone', where knowledge and aptitudes 
can be developed. However, adult education 
does not only consist of public schooling, but 
there are also employment training programs 
targeting unemployed adults and people in a 
state of occupational risk. 
A new initiative of the Government, the 
'knowledge lift' aims at substantially reduc-
ing unemployment. The main targeted groups 
are the people between 25 and 55, who at-
tended or completed three years of  upper-mid-
dle school. The number of  unemployed attend-
ing this program is much more pronounced 
than in any other program aimed at adult 
education: only 20% of the participants were 
not unemployed in the last 7 years; of these 
28% are 'over 45'. 
Conclusion 
The following points emerged in this study: 
a) lifelong learning is an historical, theoreti-
cal and practical model of  adult education, 
focusing on the development of the capac-
ity for, and pleasure of, learning and on the 
quality of life of individuals as well as of 
the community; 
b) educational institutions based on lifelong 
learning are to be found in places outside 
the work environment; 
c)  continuing professional training includes 
professional up-dating and organising ac-
tivities, as well as courses in the workplace; 
it is based on different logical and peda-
gogical assumptions from lifelong learning; 
d) in Italy and Spain we cannot really speak 
of  lifelong learning, but the area of continu-
ing training for adults, in the workplace 
and also outside, is close to the concept of 
lifelong learning we find in the Scandi-
navian countries; 
e)  both the notions of lifelong learning and 
continuing training are wide-ranging 
terms that encompass numerous concepts 
and activities. In Italy and in Spain con-
tinuing training is limited to the work-
place: government and the social partners 
have only recently begun to underline the 
potential aspects of permanent adult edu-
cation in relation to production changes 
and employment crises; 
f)  the high rates of  unemployment generated 
different reactions: in the Scandinavian 
countries there is a demand for an educa-
tional system for adults, focused on pro-
fessional re-qualifications and following a 
more active role in labour market policies; 
g) in Italy and in Spain there is an interest 
in the development of adult educational 
systems which are more focused than in 
the past on training 'during the whole 
length of working life' and, according to 
very recent developments and agreements, 
on professional re-qualification. 
h) the effects of  the interest expressed in life-
long learning cannot be evaluated yet be-
cause consolidated practices are still be-
ing redefined in Sweden and in Finland, 
and interest arising from previous experi-
ences is being developed in both Italy and 
Spain. 
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Summary 
The main aims of this study were: 
a)  investigation of  major lifelong learning ini-
tiatives promoted by European cities; 
b) developing tools and methodologies useful 
for those wishing to initiate new lifelong 
learning policies or to improve the ones 
which are already established. 
The survey has been structured in two phases. 
The first is a comprehensive review of Euro-
pean learning cities in countries belonging to 
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the EU and also outside the Community. The 
second is a  comparative analysis of e cities 
selected as interesting cases and studied in 
greater depth. 
Analysis 
The following 20 points have emerged from 
the analysis of  the practices observed and in-
depth case studies: 
a) lifelong learning is a priority in the regen-
eration and revitalisation programmes con-
cerning cities and regions affected by sub-
stantial industrial crises; 
b) most of  the successful cases depend, among 
other things, on the formallegitimisation 
of city authorities to intervene in the field 
of education; 
c)  a formal declaration of willingness to be a 
'learning city' or an 'educating city' often 
accompanies the effort of  coordination and 
articulation of  lifelong learning measures, 
although it is not rare to find similar poli-
cies undertaken in cities that have never 
made such a public declaration; 
d) leading cities such as Barcelona, Turin, 
Bologna, Gothenburg and Edinburgh have 
generated affiliation and formal declara-
tions by other cities of the same regions 
and countries, and have been an example 
for many others cities both in countries 
within and outside the European Union; 
e)  the term 'Learning City' is well established 
in the UK and in the Nordic Countries, but 
it is not easily accepted in the rest of Eu-
rope; 
f)  six main aims of  lifelong learning initiatives 
at city level were already identified by the 
OECD study of  1992 "City strategies of  life-
long learning". These, which are confirmed 
by the PoLLlis survey, are as follows: 
0  linking lifelong learning to community 
participation; 
0  creating learning for the whole life cy-
cle; __________________ Leonardo da Vinci I programme:  project synopses 
0  co-ordinating learning institutions; 
0  making learning more accessible; 
0  building a learning strategy for local de-
velopment; 
0  building a cultural strategy. 
g)  lifelong initiatives at city level seem to be 
more frequently embedded in broader 
policy areas, especially concerning employ-
ment and social inclusion of  disadvantaged 
groups; 
h) in terms of concrete content of initiatives, 
the two dominant trends consist of meas-
ures to integrate and improve information 
provision on all learning opportunities in 
the city and the systematic use of infor-
mation and communication technologies 
(ICT) to improve access to the same learn-
ing opportunities. These two elements are 
then combined in multiple ways with other 
measures contributing to address specific 
target audience and priority areas; 
i)  citizens' requirements are considered very 
important, though in most of  the cases the 
actions observed are the result of initia-
tive undertaken by the city administration 
without any 'citizens' input'; 
j)  experiments in most of the cities analysed 
show that a  complete coverage of poten-
tial target populations is not easy. In most 
of  the cities some classes of  users (e.g. long-
term unemployed, cultural minorities, 
women) have absolute priority; 
k) strong political sponsorship is a  precious 
resource for start-up and consolidation of 
an initiative, but it should be as broad as 
possible to guarantee sustainability; 
1)  broad representatives of  relevant actors in 
a 'Learning City Board' may certainly help 
to include a more complete range of possi-
ble actions. However, effective policies are 
often based on a  coherent and cohesive 
group of partner institutions with a lim-
ited number of priorities; 
m)a politician, a company, an association or 
an institution take the most of the initia-
tives as part of their substantial or public 
relation priorities. Final users could do 
much more to support expression of ideas 
and suggestions; 
n) coordination is another misleading key-
word of  lifelong learning initiatives at city 
level: there is coordination of  informational 
sources on learning opportunities, but co-
ordination of supply agencies is far from 
being achieved; 
o)  in some of the cities surveyed there is a 
'demand-based' approach, i.e.  segmenta-
tion of  target populations and articulation 
of learning opportunities specifically di-
rected to each relevant target group; 
p) competition among initiatives and promot-
ers in the field of lifelong learning seems 
to play a different role in a learning city: 
when the process is starting, competition 
may be disruptive; in a second phase, when 
some progress has been made, competition 
among promoting agents and concurrent 
initiatives could be a  factor of dynami-
sation; 
q)  the availability of  economic resources is an 
essential factor in guaranteeing the feasi-
bility and sustainability of lifelong learn-
ing initiatives at city level, but it is not 
certain that additional 'dedicated' LL re-
sources are really a necessary condition of 
success; 
r)  there is no culture of  evaluation in the most 
of the cases studied by the survey; 
s)  owing to the lack of evidence from the ini-
tiative results, cooperation among cities is 
stronger in the design than in the moni-
to  ring phase. External comparisons of the 
results are rare. This gap of comparison 
builds the fundamental case for the learn-
ing cities forum initiative proposed within 
the PoLLlis project; 
t)  a general improvement in the availability 
of  information and some rationalisation in 
the provision of  resources for lifelong learn-
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ing are necessary steps in building a sys-
tem dimension around the many individual 
actions that can be observed in European 
cities; 
There is also a guideline offering a starting 
point of common understanding and experi-
ence for all those people involved, at city level, 
in the process of  policy-making related to the 
theme of lifelong learning. This Guideline 
contains: 
a) a  simple conceptual framework in which 
to place the process of  policy-making in the 
field of lifelong learning; 
b) practical suggestions on how to define, de-
sign, implement and evaluate local lifelong 
learning public initiatives in an urban en-
vironment, sometimes with concrete exam-
ples of cities studied in the PoLLlis sur-
vey. 
Learning City 
Citizens participate in policy-making to shape 
their educational and learning agendas; the 
city is responsive to its citizens needs and 
provides appropriate learning environments 
and opportunities. 
'A learning city addresses the learning needs 
of its locality through partnerships  .... learn-
ing cities explicitly use learning as a way of 
promoting social cohesion, regeneration and 
economic development, which involves all 
parts of the community.' 
The four main phases of a policy cycle are: 
a) orientation: political priorities are accorded 
the main aims of public policy and are the 
result of the interaction between the main 
social and political parties; 
b) definition: how to implement the main 
goals is the object of studies, comparisons 
and selections; 
c)  implementation: actions and programs are 
conducted and monitored, the beneficiar-
ies have to provide feed-back; 
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d) evaluation: this one is not an isolated 
phase, but a continuous process which is 
present in the other three phases. 
Policy orientation 
This study identifies six elements of policy 
orientation that were confirmed by the 
PoLLlis survey and can be found, to different 
extents, in most city policies of  lifelong learn-
ing: 
a) coordination of  education and training pro-
viders: cities can play an important role in 
coordination, partnership and inter-insti-
tutional integration of  learning opportuni-
ties for citizens. They can break adminis-
trative and bureaucratic barriers and bring 
together the public and the private sectors 
with common objectives; 
b) making learning more accessible: learning 
has to be more accessible to all citizens, 
but especially to the socially, culturally, eco-
nomically and physically disadvantaged; 
c)  building a  training strategy: learning is 
economically relevant, i.e.  many lifelong 
policies at city level are dedicated to the 
generation of competences that would al-
low citizens to find relevant jobs and the 
economic system to compete in the global 
arena; 
d) building a  cultural strategy: a  cultural 
policy has to stimulate participation in cul-
tural activities and to promote an attrac-
tive cultural image of the city; 
e)  linking lifelong learning with community 
participation: citizen participation in de-
cision-making processes may help to regen-
erate the sense of community that is lost 
in large urban centres, but this participa-
tion should be closely combined with a par-
ticular attention to the needs of  all citizens; 
f)  creating learning for the whole life cycle: 
this idea is an essential part of the con-
cept of lifelong learning, but it implies a 
special effort for the citizens that are out 
of the education and training processes. ------------------ Leonardo da Vinci I programme:  project synopses 
Focusing on the above aims there are many 
initiatives dedicated to aged people, such as 
universities for the third age or 'intergene-
rational' learning. The last has the advantage 
of not pushing old people into a  special 're-
serve'. 
It is difficult to codify and standardise the 
policy orientation and there are four risks in 
this phase, as follows: 
plain policy borrowing, without sufficient 
analyses of what can really be transferred to 
other city contexts and what cannot be trans-
ferred and should be eventually replaced; 
ignoring previous experience developed else-
where and basing priority definition on a lo-
cal set of references; 
concentration on the same aims and target 
groups, without consideration of the whole 
scope of  lifelong learning; 
ignoring or bypassing the limits of city ad-
ministration institutional competences may 
bring to unsolvable institutional conflicts with 
the central or regional administration. 
Policy definition 
Policy definition has to do with considering 
and finally choosing the best ways to achieve 
the agreed goals. Several steps were taken to 
promote awareness and dialogue between citi-
zens and the city as a learning environment: 
a) conducting in-depth analyses of  needs, re-
sources, and existing actors; 
b) reviewing existing initiatives and past ex-
periences at local level; 
c)  considering examples of  concrete measures 
implemented elsewhere; 
d)  defining action lines to implement policy 
aims; 
e)  asking interested actors and citizens for 
ideas and suggestions; 
f)  designing an implementation plan; 
g)  developing criteria for selection of propos-
als; 
h) choosing concrete actions; 
i)  designing a basic evaluation plan, clarify-
ing criteria for success and monitoring ap-
proaches; 
j)  constituting a steering committee and an 
operational structure to conduct actions. 
Policy implementation 
How to put policy into practice with regard to 
learning cities; the leading roles in taking for-
ward the learning city from concept to reality 
are played by people and institutions. 
The central ideas are: 
a) partnerships are the necessary basis of  any 
lifelong learning policy and they have to 
reflect the 'vision' of the learning city, its 
main goals and agendas; 
b) central coordination to guarantee system 
impact and rational use of  resources; many 
initiatives should be encouraged and even 
competition with each other can be produc-
tive; 
c)  all possible options for finding lifelong 
learning must be considered, public and 
private, new project funding but also cur-
rent funding for education, training, mu-
seums, libraries etc.; 
d) the learning city policy has to profile and 
position its human, intellectual and social 
capacity in relation to global markets; 
e)  the learning city can be considered as a 
collective 'learning organisation': it has to 
identify, classify and assess the skills base 
of the community; to develop plans for ef-
fective training and learning arrangements 
to address 'skills' gaps; to widen the par-
ticipation for excluded groups; 
f)  the involvement of ICT (information and 
communication technologies) is important 
to increase participation in learning for 
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socially excluded peoples, in developing 
competences and in providing accreditation 
for informally acquired skills and experi-
ence. 
Policy evaluation 
There are three main steps in carrying out 
an evaluation; as follows: 
a) exploring and planning: the key points are 
clarity about issues, what is the purpose 
of the evaluation, who is the audience, 
what kinds of  things need to be focused on 
and how evaluation will be integrated into 
the implementation of the Learning City 
initiative; 
b) data collection and analyses or carrying out 
the evaluation; the main stages involved 
are choice of the evaluation criteria, the 
choice of  the methods and techniques to use 
for data capture, managing and co-ordi-
nating data collection, including analysing 
the results; 
c)  utilisation and dissemination: it is impor-
tant to give the participants a sense of  how 
the initiative is progressing and what are 
its outcomes by running feedback events. 
Dissemination means not only a  circula-
tion of  a final report, but different commu-
nication approaches such as short summa-
ries of the evaluation; journal articles for 
other researchers; topical articles in the 
trade press; workshops for specific audi-
ences; feedback seminars for key decision-
makers; a web site, including an electronic 
discussion group (for example the PoLLlis 
Learning Cities Forum). 
The POLLlis Learning Cities Forum 
(LCF) 
The LCF is not an association, but an infor-
mal, structured and focused gathering of cit-
ies that want to work together and to prepare 
the ground for other partnerships. It is a 
project generator, a city-based core structure 
that allows the validation of surveys and 
analyses. 
It was established to design and run  joint life-
long learning initiatives and to exchange ex-
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periences and opinions on a wide range of  is-
sues. 
Role and structure 
The LCF aims, by means of surveys and 
analyses, to facilitate the understanding of 
lifelong learning at city level, to plan and de-
sign joint lifelong learning initiatives, to sup-
port the formative evaluation of  the individual 
and joint lifelong learning initiatives at city 
level and to carry out the intermediate and 
final dissemination of the outcomes to other 
interested cities. 
Through the LCF,  a  collaborative learning 
environment has been created at European 
level which offers the opportunity for inter-
ested cities to gather and progress in their 
lifelong learning policies. 
The LCF is composed of a research organisa-
tion, with a reputation and experience in the 
area of education and training, leading the 
study activities, and the city administrations, 
leading the learning cities forum that will 
orient and validate study activities. 
Only a  systematic research approach inte-
grated with a validation exercise can produce 
effective progress in the area of policy inter-
vention. 
LCFs offers to cities 
a) collaboration with consolidated research 
organisations; 
b) 'value added': competence map of  learning 
cities and benchmarking strategy; 
c)  exchange of  information and experience in 
different fields of lifelong learning; 
d) the outputs of  the PoLLlis project: the out-
comes of the many projects constitute the 
base on which the LCF is working, facili-
tating general methodology and studies on 
which to develop its activities; 
e)  communication tools available. The web-
site of  the project located at the IMFE (City 
of  Granada) is regularly being updated and __________________ Leonardo da Vinci I programme:  project synopses 
introduces information about the general 
progress of the project and related issues. 
It will soon offer a chat facility for inter-
ested cities. 
D established general contacts with city rep-
resentatives. 
The PoLLlis project- lifelong learning poli-
cies in European cities and new employment 
opportunities for disadvantaged people- has 
the main aim of documenting and analysing 
new policies addressing social exclusion and 
exclusion from the labour market of the dis-
advantaged in society. 
425 Targeted socio-economic research (TSER) 
Project synopses1 
Targeted socio-economic research (TSER) invited, within the fourth framework programme, 
proposals for  research from  the European research community on three main areas of  eco-
nomic and social research: 
i)  science and technology policy, 
ii) education & training (ET) and labour market integration, 
iii)social integration and social exclusion. 
The increasingly severe economic and social problems facing European societies required a 
more co-ordinated and better funded and targeted research and policy response than before. 
The main objective of the  TSER (1994-1998)  Programme therefore was to  build up both the 
knowledge base and research infrastructure for high quality, policy relevant, comparative Eu-
ropean socio-economic research at both national and Community level. 
In Area II,  research  in education and training,  the objective was to  help link advances in 
science and technology and rapid economic I technological change to the effectiveness of  the 
linkage I relationship between ET systems -in building up human capital, labour market entry 
and in-firm insertion I training processes for attracting and using high quality labour. 
Within this broad area of  research the programme had three main objectives -to strengthen the 
European research base and improve communication and networking amongst European re-
searchers, to develop and strengthen the knowledge base and to improve its quality and compa-
rability, and to help apply it to the challenges facing European economies and societies. 
From 1998 until2002, the key action (under the fifth framework programme), builds upon and 
extends the work carried out in the TSER programme. It is implemented through research and 
technological development (RTD) projects, thematic networks, research infrastructure and vari-
ous types of  accompanying measures2• 
1 The compilation was carried out by Silvia del Panta, Cedefop 
2 For more information on the key action programme, please refer to Van den Brande (2000) in this report. 
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Introduction to the project 
synopses 
The project synopses below have been selected 
on the basis of their relevance to the domain 
of VET.  Several projects have also been re-
ferred to in several contributions of  this back-
ground report. For completed projects, refer-
ence to core reports is made. Please note that 
most synopses are based on the original 
project abstracts. The contents of the final 
reports may differ from these descriptions. 
More information and links with each project 
can be found on the key action homepage. 
For more information on the key action 'Im-
proving human potential' visit the website of 
the Research Directorate-General, Directo-
rate F -Human potential and mobility 
(http  :I I  europa.  eu.  in  t/  comm/  dgs/research/ 
tser1/-- html or: 
http://www.cordis.lultserlhome.html). 
There you will find: 
0  General information about the key action, 
its major goals and means of  implementation; 
0  A full list of  projects that have been funded 
till now by the TSER Programme (4th Frame-
work Programme) and by the key action, in-
cluding the composition of consortia, co-
ordinator addresses, synopses and results (if 
available); 
0  Publications, proceedings and papers (in 
some cases also for download); 
0  Forthcoming events and interesting links 
to several socio-economic sites, research as-
sociations, networks etc.; 
0  Discussion forum on various research is-
sues. 
Website: http://www.cordis.lu/improving/ and 
in particular the key action homepage: 
http  :I /www. cordis  .1 u/improving/src/ 
hp_ser.htm 
Postal address: European Commission; Re-
search Directorate-General; Directorate F-
Human potential and mobility; Rue de la Loi 
200; B-1049 Bruxelles - Wetstraat 200; B-
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1049 Bruxelles; Office SDME 3/62; Tel.: +32-
2-2991111 (switchboard); Fax: +32-2-2967024 
For specific queries on Research for educa-
tion and training contact: Lieve Van den 
Brande, European Commission; Research 
Directorate-General; Directorate F  4-Key 
Action: Improving the socio-economic knowl-
edge base; Rue de la Loi 200; SDME 4/58; B-
1049 Bruxelles; Tel.: +32 02 296 3425, e-mail: 
Godelieve.Van-den-brande@cec.eu.int 
Themes: Governance, funding 
and teachers 
1. Education governance and social 
integration and exclusion in  Europe 
Co-ordinator: 
S. Lindblad, University of Uppsala, Sweden 
E-mail: sverker.lindblad@ped.uu.se 
http://syrpa.khi.is/edlegsie 
Abstract 
In the current discourse on education govern-
ance there appear to be two overarching con-
tradictory positions: 
1.  new ways to govern education are necessary 
in order to obtain a more fair, sensitive and 
efficient educational system which is nec-
essary in order to get a more developed so-
ciety who will be able to fight exclusion; 
2.  new ways to govern education will lead to 
increased segregation and decreased eq-
uity and equality in education as well as 
in society and will increase the amount of 
social exclusion. 
Both positions can be regarded as based on 
available empirical evidences in different con-
texts. Thus, it is of  vital importance to analyse 
the restructuring of education under differ-
ent circumstances and to make comparisons 
between cases in different contexts. 
The overall objective of this research project 
is to identify relationships of education gov-
ernance to social integration and exclusion of 
youth in European contexts and to discuss and 
propose policies on governance that will help ______________  Targeted socio-economic research (TSER) - Project synopses 
to minimise social exclusion and to maximise 
inclusion. The project will clarify different 
positions within this field and inform current 
discourses on education governance in 
Europe. Of  special interest are students tran-
sitions between different levels or kinds of 
education or from education to work or un-
employment. The more specific definition of 
the level or age of students depends on the 
structure of the current educational system 
in its socio-cultural context. 
In order to reach this overall objective the fol-
lowing subsidiary objectives need to be ful-
filled: 
0  to review and analyse current research on 
education governance and social integra-
tion and exclusion among youth; 
0  to describe and analyse different national/ 
regional systems of education in the con-
text of educational traditions and govern-
ance strategies in different European coun-
tries; 
0  to describe and analyse the discourse on 
education governance in international or-
ganisations and the potential impact of  this 
on national discourses; 
0  to analyse experiences of  and strategies to 
deal with new governance structures in 
education among politicians and adminis-
trators as well as teachers and head-teach-
ers in different European countries; 
0  to analyse national and international sta-
tistics on social integration and exclusion 
related to education; 
0  to describe and analyse implications of  edu-
cation governance for the social integration 
and exclusion of  youth; 
0  to compare different national cases in Eu-
rope with a focus on relations between edu-
cation governance and social integration 
and exclusion; 
0  to inform and discuss results and conclu-
sions of this study with education actors 
in different context. 
2. Public funding and private returns 
to education (PURE) 
Co-ordinator: 
Rita Asplund, the Research Institute of the 
Finnish Economy, Finland 
E-mail: rita.asplund@etla.fi 
Abstract 
The objective of this project is to study the 
impact of different systems of public finan-
cial support for school attendance on observed 
outcomes in the labour market, particularly 
in terms of the levels and dispersion of pri-
vate returns to education and education-re-
lated inequality in earnings. This project 
moves into a  territory not yet studied from 
the perspective of optimal investment in hu-
man capital, the role of student finance sys-
tems, school admission rules (free or selective 
entry) and school differentiation. 
The project divides into four closely related 
issues as follows: 
a) Analysis and comparison of wage and hu-
man capital structures and private returns 
to education between countries and within 
countries over time in order to uncover dis-
tinct trends as well as similarities and dis-
similarities across countries. 
b) Analysis of the impact of country-specific 
trends in educational returns of changes 
over time in underlying market forces (sup-
ply-side and demand-side factors), and of 
carefully differentiated measures of re-
turns by type and level of education in or-
der to highlight and compare national sys-
tem of education. 
c)  Analysis of the structure and evolution of 
the national systems of education, admis-
sion rules and systems of  financial support 
for school attendance to be used as an in-
put in. 
d) Analysis of  the effects of differing systems 
of public support for cost of education to 
individuals and admission rules on the pri-
vate returns to education and on earnings 
inequality related to differences in educa-
tional attainment. 
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The results of the project will be of value to 
policy-makers at  both the national and the EU 
level. It will contribute to understanding the 
educational implications of the European in-
tegration process and to promote the relation-
ship between education and training, the la-
bour market and economic growth, which are 
set out as two problems areas where new 
knowledge is needed, and thus to reaching the 
short-term, medium-term and long-term objec-
tives listed for Area II of  the TSER programme. 
Results from the project will be disseminated 
via intermediate and final reports, user-ori-
ented seminars and a Web site. 
3. Teachers training, reftective theories 
and tele-guidance: prospective and 
possibilities in teachers training in 
Europe (thematic network) 
Co-ordinator: 
Wim Veen, Utrecht University, IVLOS Insti-
tute of  Education, Faculteit Techniek, Bestuur 
en Management, The Nether  lands 
http://www.ivlos.uu.nl/reflect/index.htm 
Abstract 
This thematic network for teachers training 
aims to strengthen co-operation in research 
activities among the partners involved. The 
research will be carried out on reflective com-
petencies training in initial teacher training 
for general secondary and vocational educa-
tion, using teletutoring as an instrument in 
school based training. 
For teacher training institutions will carry out 
comparative studies of the development of 
new practices using modes of tele-guidance. 
These studies will bring together experts in 
the field of reflection and those in the field of 
educational telematics in teacher training. 
This research includes the following activi-
ties: 
a) an inventory study of research activities 
in the field of  IT related to the development 
of reflective competencies in training; 
b)  four preparatory studies on the use of 
telematics as a reflection aid. These stud-
ies will focus on: 
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c)  development of instruments to measure 
the reflective skills; 
d) installation of the technical requirements 
for the research; 
e)  development of hypothesis and research 
questions. They will focus  on effects of 
telematic intervention of  teachers trainers 
in the reflection process; 
f)  development of  research agenda/ design for 
future research by partners involved. 
Themes: 
Learning and competences 
4. DELILAH: Designing and evaluating 
learning innovations and learning 
applications 
Co-ordinator: 
Joseph Cullen, The Tavistock Institute Evalu-
ation Development, UK 
E-mail: edru@tavinstitute.org 
Abstract 
This project is about educational and learn-
ing innovation. It aims at understanding of 
educational innovations and, on this basis, 
gathering empirical evidence on innovative 
education and learning arrangements and 
developing specific methodologies and guide-
lines  for  learning.  This  broad  aim  is 
operationalised through the following objec-
tives: 
1.  to synthesise the existing research on 
major cross-cultural, socio-economic and 
pedagogic factors in education and learn-
ing, including new learning arrangements 
involving learning technologies, and ma-
jor national policies on education and train-
ing, with a view to identify theoretical and 
empirical gaps in current understanding 
and establish the consonance or match be-
tween major educational and learning in-
novations and the different learning pat-
rimonies or traditions as defined by the 
aforementioned factors; ______________  Targeted socio-economic research (TSER) - Project synopses 
2.  to assess, in a  transnational and cross-
sectoral fashion, the contribution of  differ-
ent organisational settings of  learning and 
accessibility of learning opportunities for 
less favoured groups; 
3.  to contribute to the development of appro-
priate policies in the area of  education and 
learning by firstly identifying ways in 
which policies can facilitate the contribu-
tion of new educational and learning ar-
rangement in accordance with the differ-
ent learning patrimonies, and secondly 
promoting transfer and the exchange of 
results across the study areas. 
4.  to develop methodologies and guidelines for 
the evaluation of new educational and 
training arrangements and processes in 
four education and training sectors. 
5.  to provide methodologies and tools for more 
effective mixes of new training products, 
in particular those involving multimedia. 
Publication: 
Final Report: SOE1-CT95-2009- Looking at 
innovations in Education and Training, 
Framework, results, and policy implications 
of  the DELILAH project, J. Cullen, 1998, 83p 
(TSER011). 
5. European network for educational 
research on 'assessment effectiveness 
and innovation' 
Co-ordinator: 
Hans-W.J. Pelgrum, University of Twente, 
Center for Applied Research on Education, 
The Netherlands 
E-mail: Pelgrum@edte.utwente.nl 
http://www.to.utwente.nlleuaeilindex.htm 
Abstract 
This is a thematic network of 19 participants 
who elaborate the structure for this research 
projects. The network aims to realise the fol-
lowing products: 
0  an electronic database (accessible via 
World Wide Web) containing information 
about characteristics of educational sys-
terns, descriptions of the participating re-
search institutes, their research pro-
grammes and their research projects; 
0  integration and exchange of conceptual 
frameworks regarding educational indica-
tors, and the use of  expertise from the part-
ners for producing national and European 
overviews of  statistical information on edu-
cation in mathematics, science and tech-
nology. 
0  exploration and identification of possibili-
ties for cooperative pilot projects. 
These products focus on the themes which are 
addressed in the TSER work programme 
(Area II), such as: development of output in-
dicators, the 'general education' issue, cul-
tural diversity, minorities, comparisons with 
Japan, and the USA, added value of school-
ing, multi-level educational effectiveness 
models, assessment of basic competencies, 
science and technology teaching, educational 
potential of new information technologies, 
scientific and technology literacy, implemen-
tation of science and technology options in 
education; and methods, tools and approaches 
relevant to the preparation, monitoring and 
evaluation of  science and technology policies, 
and the performance of minorities in educa-
tion. 
The added value is the improvement in dis-
semination and accessibility of  up-to-date in-
formation about ongoing and completed re-
search in assessment, effectiveness and 
innovation. 
The network focuses on primary and second-
ary education. 
Publication: 
Final Report: SOE1-CT95-2008_- European 
Network for Educational Research on Assess-
ment, Effectiveness and Innovation, W J 
Pelgrum, 1988, 55p (TSER009) 
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6. Forum of  European research in 
vocational education and training 
(thematic network) 
Co-ordinator: 
M.  Kuhn, University of Bremen, Institut 
Technik & Bildung, Germany 
E-mail: mkuhn@zfn. uni-bremen.de 
http  ://www.itb. uni  -bremen.de/projekte/forum/ 
fcheck.htm 
Abstract 
The primary aim of this thematic network 
'Forum' is the establishment of  the European 
dimension specifically related to contents and 
methodologies of vocational education and 
training (VET) systems. In contrast to the 
organisational orientation of  informal on-the-
job training dominating the Japanese system 
for skill acquisition and specific task-related 
training dominating the United States a Eu-
ropean dimension needs to embrace the tra-
ditional values of European societies embod-
ied in the diversity of  traditions, institutions, 
legislation and cultures that influence voca-
tional education and training in the European 
Union. Forum associates experienced re-
searchers and academics, in institutions re-
sponsible for VET-research and the training 
of  VET professionals, from fourteen countries. 
The Forum will bring together researchers 
from different traditions, disciplines and cul-
tures with the aim of defining and exploring 
a  European dimension for VET. The Forum 
will also play a role in the dissemination of 
existing research, help to link the different 
networks of researchers and practitioners, 
contribute to the establishment of a  trans-
national research community and will inte-
grate the coaching and development of  young 
researchers. It  will contribute to: 
0  the development of a  transnational re-
search approach in VET; 
0  the development of  a European dimension 
in VET; 
0  discover the cultural diversities as sources 
of innovative idea; 
0  improve the dissemination of research re-
sults in Europe; 
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0  contribute to the development of a Euro-
pean research community in VET; 
0  find a  European path for VET policy be-
tween unification and regionalisation as 
well as diversion and conversion; 
0  improve the co-operation between VET re-
search and VET-practice. 
The network will examine the pressures to 
increase the quality of VET,  skill levels of 
those in VET,  quality assurance, flexibility, 
and transnationality, while taking into ac-
count different responses to employer involve-
ment, individual funding and changing work 
organisations. 
Five Forum workshops are envisaged: 
1.  Common practices and values in VET, 
2.  VET and the labour market, 
3.  Organisational changes required of voca-
tional training institutions, 
4.  In-company training and school to work 
transition, 
5.  The Learning Organisation. 
In all cases the focus will be on the European 
dimension for research into the capacity for 
change and adaptation of  education systems. 
Furthermore all FORUM members are in-
volved in national, regional and European 
projects which will help to disseminate their 
case studies of good practice. 
7. Implementation of  virtual 
environments in training and 
education (thematic network) 
Co-operation: 
Juana M. Sancho Gil, University of  Barcelona, 
Spain 
E-mail: jmsancho@doe.d5.  ub.es 
http://xiram.doe.d5.ub.es/IVETTE 
Abstract 
The central objective of this project is to in-
vestigate the issues involved in the implemen-______________  Targeted socio-economic research (TSER) - Project synopses 
tation of 'virtual learning environments' 
(VLE) in post-secondary public educational 
institutions, as well as in training institu-
tions. The project will focus particularly on 
looking for a holistic view when tackling the 
main issues mentioned. Within this context, 
the key objectives of  the project are as follows: 
0  to map out the teaching and learning ap-
proaches in VLE, especially those arising 
from combining face-to-face and distance 
education methods in traditional institu-
tions and companies; 
0  to critically assess the impact of  European 
diversity into international VLE, in rela-
tion to common elements of curriculum, 
language issues, and institutional adapta-
tion of the E&T systems to open and dis-
tance learning; 
0  to contribute to innovation in public edu-
cational institutions in relation to the re-
structuring of  its functioning, the co-opera-
tion with similar European institutions 
and with the private sector when imple-
menting VLE. 
The network will explore problems and will 
open perspectives for further research. This 
will contribute to understand the problems 
of the new VLE, and to promote innovation 
in educational and training institutions in a 
context of European integration and collabo-
ration between institutions. 
The intended outcomes are the following: 
0  Three empirical studies on issues, prob-
lems and practices in the following areas: 
(i) teaching/learning approaches in virtual 
open learning environments; (ii) cross-cul-
tural and academic dimensions in Euro-
pean diversity and (iii) Institutional/or-
ganisational factors in fostering innovation 
on public institutions and training compa-
nies through the implementation ofVLE. 
0  A report integrating each empirical study 
with the aim of contributing to the inno-
vation policy of  both public and private in-
stitutions in developing new ways of open 
and distance learning based on VLE; 
0  A conference with policy makers, teachers, 
trainers and representatives of  educational 
and training institutions. 
0  A report on policy implications addressed 
to the users groups and the wide academic 
community. 
8. Lifelong learning: the implications 
for universities in the EU 
Co-ordinator: 
D.  Tsaousis & N.  Kokossalakis, Pantio Uni-
versity- KEKMOKOP, Greece 
E-mail: akokosa@panteion.gr 
Abstract 
The general aim of this project is to investi-
gate how the universities in the EU respond 
to the concept of lifelong learning (LLL) and 
to analyse the structural and functional im-
plications which the application of the con-
cept is bound to have for the universities in 
the 'information society'. The study also aims 
to investigate and discuss policies and goals 
of the universities relevant to LLL and raise 
more questions of reformulation of educa-
tional goals and strategies at a  European 
level. 
The project will identify, analyse and discuss 
the actual forms of  involvement in LLL of  the 
universities concerned. In addition the re-
search will explore actual and potential poli-
cies and strategies of universities referring 
to  LLL and will compare them with corre-
sponding policies and strategies of interna-
tional organisations namely the EU, OECD, 
UNESCO and the Council of Europe. 
The intended outcome is to produce seven 
national reports, three special reports con-
cerning the major areas of the research out-
lined above and a major general report syn-
thesising the results of the whole project 
within a European context. 
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9. New assessment tools for cross-
curricular competencies in the domain 
of  problem solving 
Co-ordinator: 
Jean-Paul Reeff,  Minisere de !'Education 
N ationale et de la Formation Professionelle, 
Service de Coordination de la Recherche et 
de !'Innovation Pedagogiques et Techno-
logiques, Luxembourg 
E-mail: reeff@men.lu 
Abstract 
One of the biggest challenges to educational 
research and policy is providing relevant in-
formation regarding the education system's 
outcome at different levels. Student outcome 
indicators are of  special interest as obviously 
this information is a primary criterion for dif-
ferent activities such as teaching assessment, 
quality improvement programs, evaluation 
studies, and steering (as expressed by the 
French word 'pilotage') the educational sys-
tem. In the last few decades a  major effort 
was exerted at the international level (e.g. 
lEA, OECD, EU) to develop student outcome 
indicators for comparative purposes. The most 
recent of these enterprises, the Third Inter-
national Mathematics and Science Study 
(TIMSS) conducted by lEA between 1994 and 
1996, exemplifies the progress that has been 
made. 
In the next decade, a major source of  informa-
tion about education will be provided by a re-
cently launched OECD-study in 26 countries 
(comprising all EU-countries, except Portugal), 
PISA (Programme for International Student 
Assessment). PISA addresses student achieve-
ment indicators in the fields of Reading Lit-
eracy, Mathematics and Science, together with 
indicators with respect to Cross-Curricular 
Competencies (CCC). In comparison with the 
classic contents of school subjects, CCC gain 
specific attention in a rapidly changing infor-
mation society. In the field of  CCC special em-
phasis has been given to 'Problem Solving' (PS) 
as a very central competence. The need for CCC 
such as PS indicators is clearly also necessary 
for studies that extend beyond school age, such 
as the International Life Skills Study (ILSS) 
dealing with adult competencies. 
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All EU countries (and other European coun-
tries) participating in studies such as PISA 
or ILSS recognise that a common European 
effort in different parts of the studies is de-
sirable. Consistent with this view, a Thematic 
Network on CC/PS is being created, directed 
to: 
0  connect policy needs with expertise and ex-
perience. This requires close co-operation 
between policy-makers and scientific ex-
perts; 
0  bring together experts from different dis-
ciplines who are working with different 
conceptual  frameworks.  By  finding 
commonalties and enhancing synergy, new 
concepts and new assessment tools may be 
developed; 
0  stimulate and integrate more participation 
on both the political and scientific levels, 
with a  special focus  on South European 
countries. Ultimately this shall result in 
the outline of a larger project on CCC/PS. 
10. Work experience as an education 
and training strategy: New approaches 
for the 21st century 
Co-ordinator: 
T. Griffiths, Education and Information Sup-
port Division, University of London, UK 
E-mail: toni.griffiths@ucl.ac.uk 
http:/  /www.eclo.com 
Abstract 
The proposal is to analyse and develop work 
experience as a  European education and 
training strategy appropriate to the chang-
ing economic and social conditions of  the 21st. 
century. Its context is the future and chang-
ing nature of work.  Overarching questions 
concern the extent to which work experience 
can enable young people to understand and 
prepare for working life and the ways in which 
educational institutions and companies can 
work together creatively to deliver relevant 
learning outcomes. 
The formal objectives of the project are the 
following: ______________  Targeted socio-economic research (TSER) - Project synopses 
0  to undertake a European policy study and 
review of work experience; 
0  to develop a common framework and ter-
minology for understanding work experi-
ence; 
0  to undertake case studies of innovative 
work experience partnerships; 
0  to compare outcomes and develop transfer-
able models; 
0  to develop European quality criteria and a 
quality framework for work experience; 
0  to undertake an active dissemination pro-
gramme. 
Researchers from the six partner states will 
work collaboratively in a review of work ex-
perience as a  vehicle for learning and on a 
study of current and future policy towards 
work experience in the 16-19 years age group. 
The other member states will be asked to join 
these exercises so as to build up a clear pro-
file at European level. 
The research work will focus on the 14-19 age 
group and will examine the aims, processes 
and outcomes of work experience in the light 
of changes in the labour market and trends 
in workplace requirements and organisation. 
The aim is to analyse and test innovative ap-
proaches (including use of information and 
communication technology) to both domestic 
and European work experience. The method-
ology will involve researchers, enterprises and 
leading edge educational institutions work-
ing together. 
There will be a particular concern with core 
and transferable skills and attitudes towards 
lifelong learning and therefore will be a focus 
on the development of quality criteria and 
evaluation procedures for work experience 
which can be applied at a European level. 
The project will have practical, theoretical and 
policy outcomes and benefits. The products 
will include transferable models of good and 
innovative practice and will be disseminated 
throughout the EU and the central and east-
ern European countries. A series of  workshops 
for key-decision makers will also be organ-
ised. 
11. Work process knowledge in 
technological and organisational 
development 
Co-ordinator: 
N. Boreham, The Victoria University of  Man-
chester, UK; 
E-mail: nick.boreham@man.ac.uk 
http://www.man.ac.uk/education/euwhole/ 
home.htm 
Abstract 
This thematic network is concerned with the 
impact on the knowledge required of the 
workforce due to the changes that occur when 
organisations acquire greater flexibility and 
introduce new technologies in response to the 
pressures of competition. 
Its main objectives are: 
0  to identify new working practices associ-
ated with these changes; 
0  to integrate European traditions for con-
ceptualising the ways of knowing needed 
in the workplace to adapt to these changes 
-'work process knowledge'; 
0  to generate and analyse policy options for 
facilitating the development of  this knowl-
edge, including new approaches to learn-
ing in the workplace, the design of new 
technology and organisational develop-
ment within enterprises. 
By elucidating the knowledge required in the 
working environment, and by integrating 
European traditions for theorising this knowl-
edge, the project will contribute to the devel-
opment of a  European social science infra-
structure. 
By developing policy options for facilitating 
the adaptation of  the workforce to new work-
ing practices, the project will strengthen Eu-
ropean science and technology policy in rela-
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tion to the problem of achieving sustainable 
growth. 
Theme: Enterprises and hu-
man resources 
12. LATIO: In-company training and 
learning in organisations 
Co-ordinator: Lennart Svensson &  Ylva 
Kjellberg, Lund University, Sweden 
E-mail: ylva.kjellberg@pedagog.lu.se 
http://www. pedagog.dk.sellatio/ 
Abstract 
The aim of the project is to develop strategies 
for enhanced competence development in com-
panies in the EU. The research objectives are 
the follows: 
0  to describe and compare learning environ-
ments in companies active on the EU 
arena, within a  number of sector and 
branches; 
0  to describe and analyse current strategies 
for in-companies training, organisational 
learning, development of core skills and 
competencies within these companies; 
0  to find and lift forward positive examples 
of conditions that create successful learn-
ing in organisations; 
0  to distinguish what are critical factors for 
developing new and successful strategies 
for in-company training, competence devel-
opment and learning in organisations. 
The project is carried out in an ongoing dia-
logue with reference groups, both at national 
and international level. The reference groups 
at national levels consist of representatives 
of  national organisation for in-company train-
ing providers, employers federations and rel-
evant trade union representatives. 
The project is divided into four major phases: 
0  theoretical analysis and studies of contex-
tual national factors; 
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0  empirical studies; 
0  theoretical and practical results; 
0  evaluation and implementation of results 
The practical contribution of the project is to 
propose structures and strategies that en-
hance and facilitate the creation of learning 
environments, and best practice for in-com-
pany training and learning organisations. 
Publication to be expected: 
Final Report: SOE2-CT96-2013_-LATIO-In-
company training and learning in organisa-
tion, Lennart Svenson - Ylva Kjellberg 
18. The role of  human resource 
development within organisations in 
creating opportunities for life-long 
learning-concepts and practices in 
seven European countries 
Co-ordinator: 
Saskia Tjepkema, University ofTwente, The 
Nether  lands 
E-mail: tjepkema@edte.utwente.nl 
http://www.eclo.org 
Abstract 
The objectives of the study are: 
0  to clarify the specific European outlook on 
the role which human resource develop-
ment (HRD) in learning oriented organi-
sations can fulfil in lifelong learning, and 
thus contribute to the discussion on a 'Eu-
ropean model of lifelong learning'; 
0  to provide a basis for further research on 
the changing role of HRD in work organi-
sations; 
0  to provide practical guidelines for  HRD 
practitioners throughout Europe on how to 
facilitate employee learning and thus as-
sist their organisations in securing their 
competitiveness in a continuously chang-
ing environment. 
The research looks at HRD departments in 
learning oriented organisations throughout 
Europe and how they view their own role in ______________  Targeted socio-economic research (TSER) - Project synopses 
stimulating and supporting employees to 
learn continuously as a part of  everyday work 
(with the intent to contribute to organisa-
tional learning, and thus to enhance organi-
sational competitiveness). 
An attempt will be made to show different 
perspectives between HRD concepts and prac-
tices in European organisations and those 
which exists in the US and Japan. 
The research will go into strategies adopted 
by European HRD departments in realising 
their envisioned new role. Consequently the 
research will analyse the facilitative factors 
as well as the difficulties (the inhibiting as 
well as conducive factors) they encounter dur-
ing the implementation process. 
In order to provide practical guidelines, the 
research aims to analyse how practitioners 
cope with these (inhibiting and conducive) 
factors. 
To  enhance the impact of the research, it is 
intended to publish (additional to the overall 
report and the case study report) a practition-
er's guide. Furthermore, the results can be 
used in the ongoing discussion on the Euro-
pean 'infrastructure' for lifelong learning. 
Publication to be expected: 
Final Report: SOE2-CT97-2026-The Role of 
HRD within Organisations in creating oppor-
tunities for Life-Long Learning: Concepts and 
practices in seven European Countries, S. 
Tjepkema 
14. DELOS - developing learning 
organisation models in SME clusters 
Co-ordinator: 
Ruggiera Sarcina, Fondazione Istituto 
Guglielmo Tagliacarne della Cultura Econo-
mica, Roma, Italy 
E-mail: tagliacarne@eureka.it 
Abstract 
The research intended to offer a methodologi-
cal contribution and operative instrument in 
favour of E&T and employment policies. Al-
though European SMEs account for 71%  of 
European employment they are unable to for-
mulate detailed training strategies which can 
guarantee qualification adjustments and in-
creased competition. Hence the need to focus 
the research on small-firms network (clusters) 
which represent privileged observatories for 
the analysis of employment and learning dy-
namics. 
Considering the 'clusters' as a learning or-
ganisation permits, methodologically, to ana-
lyse the information flow  and the interac-
tions which, in the cluster, give rise to 
circular processes of  competence acquisition, 
shared know-how, experimenting and pro-
gressive correction of  collective intervention. 
In relation to SME clusters it is the group of 
SMEs, which acts as the Learning Organi-
sation. It is the aggregation of SMEs on the 
whole which reacts to challenges of change 
by adapting in terms of  technological profes-
sional updating, new professional skills, new 
service needs, new market strategies. The 
path followed by the 'organisational learn-
ing' is complete in the SME cluster circuit, 
but instead of taking place within one large 
company, it takes place in a  number of en-
terprises and also involves a number of dif-
ferent bodies (companies, associations, train-
ing institutes, etc.). The 'interorganisational' 
learning processes which develop in the SME 
clusters have not yet been systematically 
studied from the point of  view of  implications 
of  collective learning, shared development of 
knowledge and intervention models. Indica-
tions and ideas for further research come 
from  studies on the dynamics of inter-
organisational collaboration in technological 
innovation processes, or from surveys de-
scribing aspects of entrepreneurial learning 
processes during the occasion of  co-operative 
initiatives on topics such as, internationali-
sation. 
It is opportune to focus attention on the dis-
tinct characteristics and on specific organi-
sational learning processes, which arise 
through co-operation between SMEs, so as to 
clarify their nature and to build support meth-
odologies to increase conscious interventions 
on these issues. 
The project objectives therefore are: 
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0  verify the modalities through which the 
SMEs clusters intervene as learning or-
ganisation and investigate the organisa-
tional learning processes that arise 
through clustering; 
0  give 'working' indications capable of sup-
porting training and occupational policies 
in favour of SMEs methodology. 
Mter a preliminary scouting phase, through 
an ad hoc methodology, 12 different clusters 
have been analysed throughout six different 
countries. Finally, the modelling phase pro-
vides to rationalise the overall results. 
Final Report: 
DE.L.O.S. Project-Developing Learning Or-
ganisation Model in SME Clusters. Novem-
ber 1998 
Publication: 
Final Report: SOE1-CT95-2007 - DELOS 
project - Developing Learning Organisation 
Model in SME Clusters, R.  Sarcina, 1998, 
128p (TSER008) 
11. Small and medium enterprises in 
Europe and East Asia: Competition, 
collaboration· and lessons for policy 
support. 
Co-ordinator: 
M. Frans  man, Institute for Japanese - Euro-
pean Technology Studies, University of  Edin-
burgh, UK 
E-mail: m.fransman@ed.ac.uk 
Abstract 
This two year study evaluates the competi-
tiveness of European SMEs vis-a-vis their 
counterparts in East Asia (Japan, Korea and 
Taiwan), using enterprise benchmarking to 
identify the nature of their technological dif-
ferences in selected low,  medium and high 
technology manufacturing activities. The 
project traces: 
0  observed differences within comparable ac-
tivities to variations in human resource 
availability, development and manage-
ment; 
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0  the strength and relevance of  network link-
ages with SMEs and with large enter-
prises; 
0  the nature and sophistication of consul-
tancy and advisory services; 
0  links with the S&T system; 
0  the financial system supporting innova-
tion; 
0  and cross-national, national, local and mu-
nicipal government initiatives to support 
productivity, skill development and mar-
keting. 
The detailed firm-level analysis and bench-
marking allow the identification of'best prac-
tice' models of  SME technology development; 
it also provides data that can be used in sta-
tistical analysis to identify rigorously the ex-
tent and causes of  deviation from the techno-
logical frontier. This will clarify the nature of 
the emerging competitive challenge facing 
European enterprises from the Asian 'Tigers', 
and the prospects for fruitful collaboration 
between them. The analysis of support sys-
tems in Asia, which are known to be strong 
and pervasive, but whose detailed operations 
are not well understood, lead to policy recom-
mendations for strengthening the science and 
technology support system for SMEs and im-
proving the efficiency of networks and clus-
ters in Europe. The project creates a  data 
bank on micro-level technological activities 
studied; this data base can later be expanded 
to other activities to provide inputs into S&T 
policy analysis in the EU. Local collaborators 
in each ofthe three Asian countries have been 
selected from local research institutes. The 
dissemination of results will be undertaken 
within Europe and Asia. 
Publication: 
Final Report: SOE1-CT97-1065- Small and 
Medium Enterprises in Europe and East  Asia: 
Competition, Collaboration and Lessons for 
Policy Support, M. Fransman, 113p, 2000 ______________  Targeted socio-economic research (TSER) - Project synopses 
16. Small business training and 
competitiveness: Building case studies 
in  different European cultural 
contexts. 
Co-ordinator: Alfons Sauquet, Fundaci6n 
ESADE-Escuela Superior de Administraci6n 
y Direcci6n, Spain 
E-mail: sauquet@esade.es 
Abstract 
The objective of this research is to identify 
learning processes that lead to increased com-
petitiveness of small and medium sized en-
terprises (SMEs), and to describe how these 
learning processes are shaped in different 
European cultural contexts. 
The analysis will be done by selecting and 
monitoring projects that companies under-
take such as project development, technology 
innovation, environment adaptation, which 
aim at maintaining or developing sustainable 
competitiveness. 
SMEs are the focal point of  this research since 
learning processes should be relatively easy 
to identify and observe. In small companies 
learning experiences sometimes take place 
without the benefit of any formal training 
programme. Conversely those who have un-
dergone training might have a relatively high 
chance of applying what they have learned. 
The approach adopted will first build a con-
ceptual framework of the different factors in-
volved in the countries participating in this 
project. After this phase, the participants will 
conduct in depth empirical fieldwork within 
their communities using structured interviews 
and case studies. The results will be analysed 
for each country with the purpose to identify-
ing learning processes, their relationship to 
cultural aspects and the contribution of such 
processes to building competitive advantage 
of SMEs especially through networking. 
A comparative analysis of the learning proc-
esses in different countries building on case 
studies will be undertaken to identify best 
practice at both the national and European 
level. 
The outcomes of  the analysis is aimed not only 
at SMEs themselves in demonstrating how 
they can build competitive advantage through 
networking but also it is addressed to policy-
makers active in this area. 
17. SME policy and the regional 
dimension of  innovation 
Co-ordinator: 
A. Isaksen, STEP Group, Studies in Technol-
ogy, Innovation and Economic Policy, Norway 
E-mail: arne.isaksen@step.no 
http://www. step. noli nfo/Proj e cts/ 
Projects.html#Reg 
Abstract 
The SMEPOL (SME policy and the regional 
dimension of innovation) was a collaborative 
activity including seven research institutions 
in Europe. The project evaluates almost 40 
existing policy instruments of promoting in-
novation activity in SMEs in 11  regions in 
eight European countries in order to identify 
'good practice' policy. The aim is to construct 
a sound and organised knowledge base about 
existing practices, qualify their appropriate-
ness and efficiency in order to identify 'good 
practice' principles, in a relative sense, and 
help to see how they can be adapted to other 
environments and situations. 
In order to achieve this objective the project 
consists of four work packages: 
1.  the objective of the first work package is 
to establish a sound theoretical basis and 
a common analytical framework in the re-
search group, in order to obtain compara-
bility between the single evaluations of 
programmes and politics carried out in the 
project. The theoretical framework is based 
on the concepts of the interactive innova-
tion model; 
2.  work package two contains evaluations of 
selected policy instruments in regions in 
eight countries to identify best practice 
policy in each case. The instruments to be 
evaluated reflects both linear and non-lin-
ear innovation models, endogenous and 
exogenous policy approaches, and sector 
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specific and non-sector specific policies on 
regional, national and EU policy levels. The 
evaluation studies have the same main 
questions and horizontal themes, use the 
same theoretical framework and similar 
methods; 
3.  work package three pools together mate-
rial from the region and country specific 
evaluations. The different policy instru-
ments and regions are classified according 
to a taxonomy developed in the project, and 
best practice policies will be analysed for 
different regions and instruments; 
4.  the objective of  work package four is to pro-
duce a consolidated synthesis report and 
organise seminars and workshops aiming 
at policy makers at EU and national level. 
Workshops in each country or study region 
are also arranged during work package 
two. 
SME innovation support policies in the EU 
regions, thus, could substantially be improved 
by three key principles: 
1)  Matching the context and SME needs' with 
the policy tools in each region. 
2)  Confronting the policy tools with the les-
sons and theory and practice. 
3) Comparing results achieved with a range 
of  policy instruments in different environ-
ments. 
The SMEPOL project gives concrete inputs 
on all these principles. However, achieving 
progress in this direction would be best han-
dled through the involvement of policy mak-
ers themselves, in benchmarking and evalu-
ation exercises. One salient element of the 
conclusion is therefore the need for more 
'policy intelligence' in this complex field, that 
is why at the end of  the project a seminar will 
be organised involving policy makers and 
other end users. 
Publication to be expected: 
Final Report: SOE1-CT97-1061-SME Policy 
and the Regional Dimension of Innovation. 
A.  Isacksen, 2000 
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18. Self  employment activities 
concerning women and minorities: 
Their success or failure in relation to 
social citizenship policies 
Co-ordinator: 
Ursula Apitzsch, University of Frankfurt, 
Department of Social and Political Science, 
Institute for Socialisation and Social Psychol-
ogy, Germany 
E-mail: Apitzsch@soz.uni-frankfurt.de 
Abstract 
The project focuses on the evaluation of so-
cial citizenship policies in relation to self-
employment activities implemented by mem-
ber countries of the European Union. Those 
policies examined which aim to promote self-
employment as prominent active social inte-
gration strategies, targeting to women and 
minority groups, as groups most likely to be 
threatened by exclusion and also as groups 
with a growing propensity towards self-em-
ployment. 
The research is based upon the explicit hy-
pothesis that active social integration policies 
aiming at the promotion of self-employment 
of unemployed women and migrant minority 
members can only be successful if their spe-
cific socialisation under unstable biographi-
cal and work conditions is recognised and com-
pensation is provided for their discontinuous 
working careers. The empirical methodology 
of this project will challenge this hypothesis 
through the systematic collection of life-his-
tories and work-histories from samples of 
women and migrants who participated in pro-
grammes geared to active social integration. 
These samples will be matched with samples 
of migrants and women who have become 
successfully self-employed without benefit of 
these programmes and policies. 
The project want to establish an European-
wide research infrastructure with the instru-
ments of a  common database and software 
training in qualitative data analysis. Policy 
makers and administrators will be equipped 
with well grounded answers for questions 
arising by the development of consultation 
and training programmes. ______________  Targeted socio-economic research (TSER) - Project synopses 
Theme: Employment and the 
labour market 
19. Educational expansion and labour 
market (EDEX) 
Co-ordinators: 
Catherine Beduwe & Jordi Planas, Universite 
des Sciences Sociales LIRHE  &  CNRS, 
France/Spain 
E-mail: beduwe@univ-tlsel.fr 
jordi.  planas@uab.es 
http://edex.univ-tlsel.fr/edex 
Abstract 
The main objective of  the EDEX research pro-
gramme is to examine the effect of the sub-
stantial increase of high education workers 
on the functioning of the labour markets in 
five  European countries: Germany, Spain, 
France, Italy and UK. The analysis takes also 
into consideration the comparison between 
Europe and the USA, where the education is 
regulated, more than in Europe by the study 
fees. 
The research describes the trends of the dif-
ferent national systems in terms of training 
and employment; explores the reactions of  the 
enterprises vis-a-vis the improvements in the 
level of education; and tries to prepare an 
analysis for the medium-term. 
The project comprises five stages, of which 
the first three, i.e. analysis of  the educational 
structures; analysis of the distribution of 
qualified people in the labour market; and, 
analysis of  the employers' reactions; are pre-
liminary to the fourth one, in order to estab-
lish the scenarios for the evolution of  the job-
training system; Finally the fifth one 
represents the summary of the main find-
ings. 
Every stage results into six reports of com-
parative international analysis. Each report 
will be discussed in the network international 
meeting, which will also be open to external 
partners such as academic experts, national 
and European policy makers, training experts 
and representatives of the enterprises. 
20. Full employment in Europe 
(thematic network) 
Co-ordinator: 
J. Huffschmid, University of  Bremen, Institut 
fur Europaische Wirtschaft und Wirtschafts-
politik 
E-mail: huffschmid@ewig.  unibremen.de 
http://www.barkhof.uni-bremen.de/kua/ 
memo/europe 
Abstract 
The general objective of this thematic net-
work's project is to re-introduce and substan-
tiate the concept of full employment into the 
economic policy discussion in the European 
Union, on the Community as well as on the 
national and regional/local level. More spe-
cifically this includes the following three sub-
objectives: 
1.  the development of an analytical under-
standing of the endogenous and external 
reasons, why full employment has been 
widely abandoned as economic policy goal; 
2.  the elaboration of the necessary modifica-
tions and differentiation's which must be 
made in a full employment strategy in con-
temporary Europe as compared to the three 
decades after World War II; 
3.  the concretisation of  the instrumental and 
institutional side of  an appropriate full em-
ployment strategy as a multi-layered policy 
on the European, the national and re-
gional/local levels, paying particular atten-
tion to the mutual links between the dif-
ferent levels. 
The thematic network will proceed in four 
working groups (WGs). 
1.  In the first WG the conceptual, historical 
and institutional dimensions of full em-
ployment and the development of  these di-
mensions since World War II will be ex-
plored, taking into account the far-reaching 
changes of the structure of the workforce 
as well as of the international competitive 
environment. 
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2.  The second WG deals with the macro-
economic requirements for a  sustainable 
strategy for full employment including, 
apart from well-established fields like mon-
etary and fiscal policies, also questions of 
income distribution and of ecological re-
quirements. 
3.  In the third WG the role of working time 
arrangements in a strategy for full employ-
ment will be discussed; this includes the 
analysis of different models of working 
time arrangements in various countries 
(e.g. the Netherlands, the United Kingdom, 
Germany et al.). 
4.  The fourth WG thematises structural as-
pects of full employment policies. It will 
firstly deal with regional policy in the EU 
on a national and on the European level. 
Secondly the field of  technology policy will 
be addressed. 
The thematic network organises working 
group meetings to which interested experts 
will be invited and public annual conferences 
which will discuss and synthesise the find-
ings of the working groups. Intermediate pa-
pers of the working groups and the results of 
the network will be published. 
Report: 
Full Employment, Solidarity and Sustaina-
bility in Europe. Old Challenges, New oppor-
tunities for Economic Policy. November 1998. 
21. TRANSLAM-social integration by 
transitional labour markets: New 
pathways for labour market policy 
Co-ordinator: 
Gunther Schmid, Wissenschaftszentrum Ber-
lin fur Sozialforschung Gmbh, Germany 
E-mail: gues@medea.wz-berlin.de 
http://www.wz-berlin.de/ab/ 
projects.en.htm#Project 
Abstract 
This project aims to develop a  theoretical 
analysis of the nature of transitional labour 
markets, including the types of transitions 
which occur under different institutional ar-
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rangements, and performance indicators on 
an aggregate level for social integration and 
exclusion. 
In this framework the main aims are as fol-
lows: 
0  to examine the transitions provided by flex-
ible working time arrangements, in par-
ticular part-time work; 
0  to evaluate active labour market policies 
in terms of  their capacity to prevent social 
exclusion and to support social integration; 
0  to examine the performance of education 
and training systems with regard to the 
provision of basic skills and competence, 
as well as access-inequalities to education 
and training, over some length in a  per-
son's educational and occupational trajec-
tory. 
The project gives rise to the appearance of  four 
publications: 
a) 'Social integration by Transitional Labour 
Markets, Theory and Evidence' 
b) 'Social Integration and Working Time: In-
ternational comparisons of  part-time work' 
c)  'New Pathways for Active Labour Market 
Policy' 
d) 'Training and Human Capital Investment: 
Prevention and cures for Social Exclusion'. 
A  conference was organised in November/ 
December 1998 to present and discuss the 
chapters of these publications. 
Publication: 
Final  Report:  SOE 1-CT95-3007 
TRANSLAM - Social Integration through 
Transitional Labour, G.  Schmid, 1999, 37p 
(TSER034) ______________  Targeted socio-economic research (TSER) - Project synopses 
22. Innovations in information society 
sectors - implications for woments 
work, expertise and opportunities in 
European workplaces 
Co-ordinator: 
Prof. James Wickham, Trinity College Dub-
lin, Ireland 
E-mail: jwickham@tcd.ie 
http://www.tcd.ie/erc/Servemploilindex.htm 
Abstract 
The project examines the key innovations 
implemented in eight countries (Britain, Den-
mark, France, Germany, Ireland, Spain, Italy 
and Sweden) in the retailing and financial 
services sectors. It should do this through two 
interlinked research activities in each coun-
try: case studies of retailing and financial 
services firm, examining the work performed, 
the expertise deployed, and the personal de-
velopment prospects enjoyed by female non-
managerial employees; and a  longitudinal 
study of  selected women moving within firms, 
between firms, into or out of employment, or 
becoming self-employed. 
The main objectives were: 
0  to examine the patterns and dynamics of 
innovation operating in two sectors of the 
Information Society: retailing and retail fi-
nancial services; 
0  to investigate the significance of these in-
novations as part of the emerging Euro-
pean Knowledge Economy, specifically for 
the work done and knowledge content in 
the work of  female employees in these sec-
tors; 
0  to assess the opportunities for these em-
ployees to develop and utilise expertise in 
their work in the context of  these patterns 
of innovation; 
0  to assess their consequent 'employability' 
and opportunities for personal develop-
ment, within firms and beyond them to 
compare and contrast patterns of change 
and experiences across member states; 
0  To compare and contrast patterns of  change 
and experiences across member states. 
During the project there will be two European 
'employment roundtable' as well as a conclud-
ing policy conference. These will involve rep-
resentatives of social partners from the two 
sectors. The roundtables will be based on the 
findings of the project up to that point and 
the discussions will feed into the ongoing work 
of the project. 
23. New forms of  employment and 
working time in the service economy 
Co-ordinator: 
Gerhard Bosch, Institut Arbeit und Technik, 
Abteilung Arbeitsmarkt, Mannheim, Ger-
many 
E-mail: bosch@iatge.de 
http  ://iat-info.ia  tge. de/proj ekt/  am/nesy-
engl.htm 
Abstract 
The overall objective of the project is to ana-
lyse the effects of new forms of employment 
and working time in the service sector and 
service activities on the opportunities for a 
redistribution of work likely to promote em-
ployment. 
This project covers ten European Union coun-
tries: Belgium, Denmark, Finland, France, 
Germany, Italy, the Netherlands, Portugal, 
Sweden and the United Kingdom. 
Its quantitative parts include the analysis of 
data relating to the diffusion of new employ-
ment and working time forms in the indi-
vidual service industries, i.e. deviations from 
the traditional permanent, full-time employ-
ment relationship with standardised working 
time. Data analysis will  also include indi-
vidual working time preferences, broken down 
by employee category, family structure, in-
come, etc., as far as possible. 
The qualitative parts include case studies 
which will help to identify basic industry and 
activity specific reasons for the emergence of 
certain new forms of employment and work-
ing time in selected service indus  tries and 
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activities. Selected examples of innovative 
policy approaches and their practical imple-
mentation on the establishment level shall be 
covered. 
The final analysis will tackle the question of 
what new opportunities for the collective regu-
lation of  individual working time preferences 
are emerging. 
24. The strategic role of  knowledge-
intensive services for the transmission 
application of  technical and 
management innovation 
Co-ordinator: 
Peter Wood, University College London, De-
partment of Geography, UK 
E-mail: p.wood@geography.ucl.ac.uk 
Abstract 
This thematic network has brought together 
organisations from nine member states of  the 
EU to undertake a collaborative exchange of 
understanding about the contribution of 
know  ledge-intensive service consultancies to 
the commercial competitiveness and growth 
of client organisations in different sectors, 
types and sizes of firm, and core and periph-
eral regions. A series of interim reports, aris-
ing from each work package, have examined 
the application of this understanding to eco-
nomic policy, especially as applied to the pro-
motion of technical and organisational inno-
vation. 
In targeting areas of  policy, it has addressed: 
1.  The impact of  the international integration 
of European service markets on the avail-
ability of consultancy expertise to clients 
in different parts of the Union. 
2.  The diversity of national experience, in-
cluding the significance for consultancy ac-
tivities of variable regulatory and corpo-
rate  regimes,  patterns  of business 
organisation, including the corporate use 
of in-house expertise and the position of 
SMEs, and prevailing patterns of consul-
tancy supply. 
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3. The degree and patterns of regional in-
equality in consultancy provision and use, 
their causes, and their significance for pub-
lic agencies wishing to enhance regional 
technical and organisational innovation 
and competitiveness. 
The outcome of the thematic network is a 
policy-orientated analysis of best practice in 
the employment of consultancy skills to sup-
port technical and organisational innovation, 
taking account of  the needs of  various sectors, 
large and small-medium enterprises, and the 
work of public agencies in different nations 
and regions. Proposals are made for further 
research into the changing corporate context 
of technological and managerial innovation 
involving growing consultancy inputs. The 
work programme of the network over 18 
months consisted of  five sequential work pack-
ages; each focused around a workshop. Four 
(work packages 1-3; 5) are based on interna-
tional meetings among the participants, and 
one (work package 4) took place simultane-
ously in each participating country. 
Publication: 
Final Report: SOE1-CT95-1017-The strate-
gic role ofknowledge-intensive services for the 
transmission and application of  technical and 
management innovation (KISINN), Peter 
Wood, 1999, 110p (TSER023) 
25. Regional innovation systems: 
Designing for the future. 
Co-ordinator: 
Philip Cooke, Centre for Advance Studies in 
the Social Sciences-University ofWales, UK 
E-mail: scpnc@cf.ac.uk 
Abstract 
The central question of this study concerns 
the extent to which regional innovation sys-
tems could be identified in eleven European 
regions. The authors have studied regional 
innovation systems by exploring their differ-
ences and similarities, and relating their sys-
temic structure to the contemporary needs of 
global industrial competitiveness and inno-
vation foresight, and learning capacity. The 
study has also tried to identify the nature of ______________  Targeted socio-economic research (TSER) - Project synopses 
the key design elements of institutional in-
novation network architecture appropriate to 
supporting the main anticipated innovation 
needs of  regionally clustered firms for the fore-
seeable future. In order to achieve this goal, 
the research work focuses on three levels: 
1) at firm level - in what ways have condi-
tions for competitiveness and innovation 
changed? What organisation innovations 
occur? 
2) at institutional level - What changes in 
policy by private or public institutions oc-
cur? 
3) at innovation and technology policy levels 
-What kind of support is provided by in-
termediary and public institutions, how, 
and is this changing? 
The policy objectives were: 
0  to provide policy-makers information of 
good practice for enhancing regional 
growth projects; 
0  to help policy-makers assess different 
kinds of European regional innovation 
practices and to judge their tendencies to-
wards convergence or divergence; 
0  to stimulate learning effects regarding 
transfer of endogenous innovation poten-
tial for sub-national and EU policy-mark-
ers; 
0  to raise awareness of the need for new or 
adjusted EU and other programmes. 
Five workshops (month 1, 6, 10, 18, 23) have 
been implemented for the preparation of  each 
workpackage and presentation of the final 
report. 
Publication: 
Final Report: SOE1-CT95-1010 - REGIS 
project- Regional Innovation Systems: De-
signing for the future. Philip Cooke,  1998, 
125p. (TSER013) 
Theme: Transitions and social 
exclusion 
26. European panel analysis 
Co-ordinator: 
Jonathan Gershuny, ESRC Research Centre 
on Micro-Social Change, University of  Essex, 
UK 
E-mail: gershuny@essex.ac.uk 
Abstract 
The panel project has two objectives: 
1.  to produce a comparative European longi-
tudinal micro-database on employment, in-
come and social protection, living standards 
and family or household circumstances, 
combined other European panel materials 
to extend the topical coverage and his  tori-
cal range and also to negotiate with the re-
sponsible national authorities, in partner-
ship with Eurostat, for release of these 
data-sets to other researchers; 
2.  to use this database in the investigation of 
a number of issues concerning: 
0  the nature and dynamics of social exclu-
sion and integration, and their causes and 
consequences; 
0  specifically examining and seeking to ex-
plain similarities and variations among 
European countries in terms of:  the pat-
tern of household income stability or in-
stability over time; movement into and out 
of different forms of employment status; 
formation, growth, diminution and disso-
lution of households. 
27. A comparative analysis of 
transitions from education to work in 
Europe (CATEWE) 
Co-ordinator: 
Damian Hannan, Economic & social Research 
Institute, Ireland 
E-mail: dhamsc@esri.ie 
http://www.mzes.uni-mannheim.de/projekte/ 
catewe/Homepage.html 
447 Cedefup ______________________________________________________________  __ 
Abstract 
European countries vary widely in their edu-
cation and training systems and in the fac-
tors shaping transitions from initial educa-
tion to the labour market. To  date, no 
comprehensive research exists on the nature 
and consequences of this variation in educa-
tion to work transitions across Europe. The 
objective of this research is to develop a more 
satisfactory framework for understanding 
transitions in the different European systems 
and to use this framework to analyse the fac-
tors affecting success and failure in education/ 
training outcomes and labour market integra-
tion in the different countries. 
This project will be the first major compara-
tive study focusing on recent developments 
in school to work: 
0  transition processes across a range of Eu-
ropean countries. The project will use a 
particularly rich source of data on transi-
tions, regular school leavers' surveys in 
Ireland, Scotland, France and the Nether-
lands, and will place these data in a 
broader European context by drawing on 
the Labour Force Survey. Together, com-
parative analyses of these two sources of 
data will significantly advance our empiri-
cal and theoretical understanding of the 
relationship between education/ training 
and labour market systems. It  will provide 
a stronger empirical basis for studying the 
process of initial labour market entry, the 
factors influencing successful integration 
or exclusion, and the interaction of these 
factors with institutional and societal vari-
ables. The improved understanding of the 
diversity of education/ training systems 
and their relationships to labour markets 
is indispensable for more successful needs 
assessment, policy planning and imple-
mentation of policies on a  cross-national 
basis. In this sense, the results of the 
project will help to 
0  underpin the development of more effec-
tive education and labour market policies 
which fit the varying contextual conditions 
across Europe. Only precise knowledge of 
the specific mechanisms through which 
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various groups become advantaged or dis-
advantaged in the labour market can lead 
to the development of more effective poli-
cies which are appropriate to the varying 
conditions in different countries. At a more 
practical level, the project will directly con-
tribute to the OECD's current Thematic 
Review of  the Transition from Initial Edu-
cation to Working Life. In addition, the 
project will develop existing cross-national 
data sources on schoolleavers, encourage 
the greater harmonisation of  national tran-
sition surveys and facilitate the expansion 
and standardisation of data collection in 
other European countries. 
28. Schooling, training and transitions: 
an economic perspective. 
Co-ordinator: 
Catherine Sofer, University of Orleans, Cen-
tre de Recherche sur l'Emploi et la Produc-
tion (AR2T), France 
E-mail: Catherine.sofer@univ-orleans.fr 
http://www. univ-orleans.fr!DEG/LEO/TSER 
Abstract 
The research is about schooling, training and 
transitions at various points of an individu-
al's life cycle. 
The primary objective of this research is to 
bring together the work and experience of 
European economists who have contributed 
to the field of education and training. Its aim 
is to exploit the wealth and diversity of  Euro-
pean institutions and data to develop further 
an expertise in comparative analysis and a 
deeper understanding of the mechanisms 
which have shaped schooling and training 
systems, and labour market transitions (from 
school to work, and from job to job), somewhat 
differently across countries. 
The research incorporated these new devel-
opments by looking precisely at the produc-
tion of  established knowledge and skills, their 
allocation to individuals and jobs, and how 
well they fit together in each society depend-
ing on its specific institutions and other rel-
evant characteristics. Special attention fo-
cused on the high school and undergraduate ______________  Targeted socio-economic research (TSER) - Project synopses 
level because most of the tensions generated 
by the regulation of schooling systems and 
labour markets seems to lie there nowadays. 
A theoretical and empirical investigation of 
three related topics should be achieved: 
1.  a  comparative analysis of schooling sys-
tems; 
2.  the transition from school to work; 
3.  training and labour market flexibility. 
The economic equilibrium approach is based 
upon the idea that quantities, like the number 
of students or of trainees, for example, and 
prices, like wages, result from the com  pari-
son of a market demand. Depending on the 
question under consideration, the kind of 
market assumed in the analysis may vary 
from perfect competition to heavy institu-
tional regulation (as is the most often case 
for education). This framework offers an au-
ral way of understanding the interactions 
between the schooling system (supplier of 
education), the learning organisation (which 
demands specific skills and supplies training), 
and the individuals (demanding for education 
and supplying the skills) whose transitions 
reveal the costly adjustments that took place 
to match the supply of education and train-
ing with the demand for skills. 
The aim of the research is to develop a good 
European expertise of education and train-
ing systems (first topic), gather comparable 
data and make some policy evaluations on 
transitions from school to work and from job 
to job (second and third topics) and give some 
new theoretical insights on institutions and 
labour markets. 
Publication: 
Final Report: SOE2-CT95-2012- Schooling, 
training and transitions: an economic perspec-
tive, C. Sofer, 2000, 116p 
29. Enhancing the participation of 
young adults in economic and social 
processes: Balancing instrumental, 
biographical and social competencies 
in post-school education and training 
Co-ordinator: 
Danny Wildemeersch, Katholieke Universi-
teit Leuven, Belgium 
E-mail: Danny.wildemeersch@ped. 
Kuleuven.ac.  be 
http  ://www.northampton.  a c. uklsolar/tser/ 
country 
Abstract 
The overall objective is to generate a  more 
comprehensive understanding of the poten-
tials and limitations of  current approaches to 
post school education and training for unem-
ployed youth and young adults. 
In this line of  thought, the main objectives of 
the research are the following: 
a) to explore the different kinds of assump-
tions that give direction to the actions of 
educational policy makers, educators and 
participants involved in schemes aimed at 
(re)orienting or integrating young adults 
(in) to the labour market; 
b) to identify ways in which particular edu-
cational practices, in the context of  particu-
lar socio-political, economic and cultural 
contexts, impact (or not) upon how young 
people construe their choices and opportu-
nities for social and economic inclusion and 
exclusion; 
c)  to extend current understanding of  the ex-
periences and perspectives of socially dif-
ferentiated groups of unemployed youth/ 
young adults with regard to education and 
training programmes that seek to widen 
choices and opportunities for participation 
in social and economic processes; 
d) to illuminate how the assumptions that 
give direction to the actions and choices of 
policy makers, programme investors and 
designers, and educators/trainers may be 
understood and acted upon from the per-
spective of  young people; 
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e)  to consider how, in the different regions in-
volved, balances between skills-integra-
tion, social integration and biographical in-
tegration do or do not come about and to 
explain how these may relate to structural, 
economical, historical and cultural particu-
larities and policies of the regions; 
f)  to generate and further develop innovative 
educational concepts and practices which 
will address the social and biographical di-
mensions of  economic participation and ex-
clusion. 
The project will juxtapose and explore the 
espoused aims and assumptions about 'edu-
cation and training effectiveness' amongst 
those who are responsible for educational pro-
grammes, and investment therein, with the 
different ways in which their choices, prac-
tices and messages are being understood and 
negotiated in the life-world of the learners. 
The project is situated within a framework of 
assumptions about research quality, ethics 
and rigour that combines features of collabo-
rative action inquiry and participatory re-
search, with narrative, life history and case 
study research. It places an emphasis on re-
search with, and not on people, and it builds 
on developments around the use of narratives 
and participatory action research in the con-
text of situated case studies, as a reaction to 
overly deterministic reproduction theories of 
schooling. 
30. Employment and exclusion 
(thematic network) 
Co-ordinator: 
Pierre  Desmarez,  Universite  Libre  de 
Bruxelles, Centre de sociologie du travail, de 
l'emploi et de la formation, Belgium 
E-mail: pdesmar@ulb.ac.be 
Abstract 
The principal objective of this research is to 
compare results from various countries on the 
links between different types of employment 
and 'exclusion', to control for the effect of  key 
variables, and to identify approaches that will 
assist policy-makers tackling social exclusion. 
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There is now considerable data available on 
different types of employment and their evo-
lution, while exclusion has also been widely 
studied in Europe. However the articulation 
between these two remains problematic, and 
it is very important to understand better how 
and why different types of employment, par-
ticularly precarious employment, leads to ex-
clusion. International comparisons on linked 
themes suggest that this articulation varies 
according to the country; it also varies depend-
ing on individuals' gender, age, national ori-
gin and level of educational attainment. 
Access to social protection is at the heart of 
the process of exclusion. We  are therefore 
particularly interested in this aspect. From 
this angle we wish to examine the extent to 
which different degrees of access to social se-
curity systems relate to the employment con-
text; contexts which range from the long-term 
unemployed to those in the most stable and 
best paid jobs. The same issue is posed by is-
sues of access to old age pensions. 
The understanding of the articulation be-
tween different types of employment and ex-
clusion will allow to reply to a series of ques-
tions that are rarely considered when 
thinking about exclusion, and which suggest 
the existence of  many connections between re-
search domains that are generally developed 
separately. 
These questions concern how legal and col-
lectively agreed definitions of work regula-
tions, the significance of government policy 
and the effect of  restructuring and of  sectoral 
changes impinge on the mechanism of exclu-
sion, and also whether qualifications play a 
part in structuring employee attitudes to-
wards precarious atypical jobs. 
31. Globalisation and social exclusion 
Co-ordinator: 
J. Whalley, University of Warwick, UK 
E-mail: j.whalley@csv.warwick.ac.uk 
Abstract 
The principal objective of this project is to 
determine the role played by international ______________  Targeted socio-economic research (TSER) - Project synopses 
trade in influencing the employment and rela-
tive wages of unskilled workers in Europe. 
This task will be undertaken using a combi-
nation of data analysis, econometrics, case 
studies and simulation modelling and will 
take account of  differences in industrial struc-
tures, social policies and technological change 
and labour markets and labour market poli-
cies in individual EU member states. 
The project will investigate how firms and 
industries in Europe have responded and ad-
justed to increased international competition 
from low wage economies. The implications 
of this analysis for the design of appropriate 
strategies for responding to future supply 
surges of low-skill products onto European 
markets from low-wage economies will be 
fully explored. 
A key element of the project will be the col-
lection of  the most suitable data on trade, in-
dustrial characteristics (output, prices, invest-
ment, employment, wages), technology, labour 
market structures and national tax and so-
cial policies. These data will be collected to-
gether and made available as a single data-
base. 
The results of the project will be widely dis-
seminated, in the first instance via the dis-
cussion paper series of the participating in-
stitutions, and later through conferences for 
both the academic and the policy-making and 
business communities. 
32. Growth, inequality and training 
Co-ordinator: David Ulph, University Col-
lege London, Centre for Economic Learning 
and Social Evolution, UK 
E-mail: d.ulph@ucl.ac.uk 
Abstract 
The aim of this project is to provide a better 
understanding of the interaction between 
growth, innovation, R&D  and inequality. It 
will do this through developments in economic 
theory, and through a  comparative interna-
tional empirical investigation of the experi-
ence and performance of a  number of care-
fully selected EU and non-EU countries. 
The main objectives of  this project are the fol-
lowing: 
a) To  extend the recent discussion of the 
changing distribution of skills and wages 
in the workforce by incorporating both de-
mand-side and supply-side factors. 
b)  To  look, on the supply-side, at both the 
evolving distributions of  the supply of  skills 
in different countries, but also the factors 
that determine the acquisition of  skills, and 
hence the responsiveness of  skill supply to 
technology shocks. 
c)  To  provide a coherent intellectual frame-
work in which to understand the links be-
tween growth and inequality. 
d) To provide a systematic analysis of  policies 
that can enhance long-run economic per-
formance, where the measure of perform-
ance will encompass both growth and dis-
tributional considerations. 
e)  To  undertake all the above analysis at 
macro, meso and micro level, through a 
combination of theoretical, econometric 
and case studies. 
38. Information society, work, and the 
generation of  new forms of  social 
exclusion 
Co-ordinator: 
G.  Schienstock, University of Tampere, Fin-
land, E-mail: ytgesc@uta.fi 
A.  Brandao-Moniz, University Nova de 
Lisboa, Portugal 
http://www. uta.fl/laitokset/tyoelma/sowing 
Abstract 
The central question in this project is: 'What 
are the social but also the micro-economic 
implications of the emerging information so-
ciety?', and the principal aim of it is to find 
an answer to this question. It focuses on de-
velopments in the domain of companies, as-
suming that the informatisation of work is a 
key factor behind the emergence of informa-
tion society. 
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The project represents a  break with tradi-
tional technological determinism as it is based 
on a 'bottom up' approach, analysing the con-
crete processes of  building up an information 
society by implementing modern information 
and communication technologies within com-
panies and in inter-organisational networks. 
This will shed light on the possible emergence 
of Europe-specific ways to an Information 
Society. 
'Technological practice' is used as a key con-
cept; this describes specific ways of embed-
ding information and communication technol-
ogy applications into organisational forms and 
cultural patterns. The project will analyse the 
development process of such technological 
practices in different intra- and inter-organi-
sational fields, including co-operation within 
work groups up to regionally based networks 
of companies and supporting institutions. It 
will further investigate the ways emerging 
technological practices within companies are 
influenced by and exert influence over the 
institutions of  regional and national environ-
ments. It will also analyse the social and 
micro-economic implications of  different tech-
nological practices. As regards social impli-
cations, the project will focus particularly on 
the aspect of  social exclusion and integration. 
In the project a mix of different methods will 
be applied including case studies, secondary 
analysis of existing data sets, a company sur-
vey, and a comparative analysis. 
Based on the results of the research project 
an answer can be given to the question 
whether a common European model of infor-
mation society is emerging, or whether dif-
ferent countries follow different paths into the 
information society. 
452 
34  .. Labour demand, education and the 
dynamics of  social exclusion 
Co-ordinator: 
Klaus F.  Zimmerman, Centre for Economic 
Policy Research, UK 
E-mail: syeo@cepr.org 
Abstract 
The project will explore the post-1970 effects 
of technological change and market integra-
tion on the demand for labour with different 
levels of education and skills, and on unem-
ployment and the process of social exclusion 
across Europe. 
The proposed research has the following key 
objectives: 
a) to analyse the effects of technological 
change on the demand for labour in terms 
of education and skills; 
b) to develop new indicators of 'social exclu-
sion' and new analytical techniques to ex-
plore the dynamics of exclusion for prob-
lem groups; 
c)  to investigate how different labour market, 
educational, immigration and social poli-
cies have moderated this process; 
d) to suggest alternative policy directions. 
Brief description of the research project. 
The project is designed to test a specific and 
highly important hypothesis: that social ex-
clusion can be regarded as a  step-wise and 
potentially reversible process. The analysis 
will therefore, emphasise the processes of  ex-
clusion and inclusion, not merely the charac-
teristics of  those already excluded or included. 
This has important policy implications, since 
it allows for the possibility that exclusion can 
be halted and even reversed. New indicators 
will be designed to take full account of the 
multidimensional nature of social exclusion: 
these measures will reflect not only income 
and labour market outcomes, but also other 
aspects of exclusion such as housing, access 
to public services, crime and health. 
In order to analyse the above issues, a number 
of explanatory variables will be used. These ______________  Targeted socio-economic research (TSER) - Project synopses 
will include, on the supply side, factors such 
as work skills, number of years of labour 
market experience, education, language 
skills, age, gender, cultural factors (including 
religion), urban experience, and social back-
ground (family characteristics); and, on the 
demand side, variables representing factors 
such as economic structure (qualifications, 
'ethnic' jobs, etc.), degree of market integra-
tion (the 'EU effect') and business cycles. 
Institutional factors will be taken into account 
through an examination of immigration and 
integration policy, labour market and unem-
ployment policy, and policies for education and 
vocational training. 
35. New employment opportunities in 
the third sector. An evaluation of  inno-
vative policies for social integration in 
Europe (NETS) 
Co-ordinator: 
M. Mellano, Universita di Roma 
'La Sapienza', Italy 
E-mail: mellano@scec.eco.uniromal.it 
http:/  /www.l unaria.org/tertium 
Abstract 
The aim of this project is to identify the con-
tribution to social integration and employ-
ment creation in Europe which may come 
from what (for ease of  use) is called 'third sec-
tor' (non profit, socially useful activities also 
known as 'third system', 'social economy'). 
Their job creation potential and their ability 
to address new needs will be assessed, and 
alternative policy actions will be evaluated, 
considering their economic efficiency and ef-
fectiveness, and the impact on social integra-
tion. 
The survey will be carried out in three Euro-
pean countries- Germany, Italy and Spain-
representative of the different problems and 
institutional frameworks present in the Eu-
ropean Union. The results of  the surveys will 
be combined with information from the 
sources already available and with in-depth 
interviews to major player and policy makers 
in the field. 
A database containing empirical data will be 
produced for both researchers and policy mak-
ers and a  wide audience book will be pub-
lished. During the project a  strong interac-
tion is envisaged between researchers, 
representatives of third sector organisations 
and policy makers at the national and Euro-
pean level in order to assure consideration of 
all contributions to the policy debate and the 
widest dissemination of the results of the 
project. 
Publication to be expected: 
Final Report: SOE2-CT97-3046- New Em-
ployment Opportunities in the Third Sector. 
An Evaluation of Innovative Policies for So-
cial Integration in Europe (NETS),  M. 
Mellano 
36. Technology, economic integration 
and social cohesion 
Co-ordinator: 
Luc Soete and Bart Verspagen, Maastricht 
Economic Research Institute on Innovation 
and Technology, Universiteit Maastricht, The 
Netherlands 
E-mail: bart.verspagen@merit.rulimburg.nl 
http://meritbbs.unimas.nl/tser/ 
Abstract 
The project aims to provide insight into the 
impact of several important and interrelated 
developments on social cohesion and exclu-
sion in the European Union. The issues ana-
lysed are: 
a) Technological change as the single most im-
portant factor shaping the quantitative and 
qualitative dimensions of the fundamen-
tal economic factors influencing social co-
hesion, such as employment and economic 
growth; 
b) Globalisation, broadly driven by technol-
ogy (e.g. telematics) and by the liberalisa-
tion and deregulation of trade and capital 
flows.  This globalisation trend leads to 
qualitative changes in the form and effects 
of  the exposure of  countries to foreign com-
petition, not only in the form of trade, but 
also through increased foreign direct in-
vestment flows. 
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The project discusses a  number of implica-
tions for different policy areas at the Euro-
pean level. With regard to macroeconomic 
policy, it is suggested that the EU economy is 
now well placed to adopt a more expansion-
ary economic policy. The key point, however, 
is that a policy framework in which decisions 
affecting the demand-side are taken without 
considering the supply-side will be less effec-
tive. 
With regard to the regulatory system, it is 
argued that especially in the emerging areas 
ofiCTs and biotechnology, the early adoption 
of appropriate standards and the manner in 
which regulations are framed can have a cru-
cial impact on the pace at which the indus-
tries develop. 
Europe needs to adopt a wider and more in-
clusive definition of science and technology 
policy than in the past. EU sponsored Frame-
work Programmes have played a useful part 
in financing and encouraging specific scien-
tific research. Little effort has, however, gone 
into promoting capability amongst 'users' of 
ICTs and in providing a  social and institu-
tional setting that encourages their imple-
mentation. 
With regard to labour market policies, the 
project follows  a  twin strategy of targeting 
those occupations or professions which sup-
port competitive advantage in order to boost 
economic growth, while having a  separate 
strategy for job creation aimed at cutting un-
employment. It is hard to avoid the conclu-
sion that the bulk of  new jobs must come from 
expansion of personal services in areas such 
as care. 
It is evident from the project that in respond-
ing to the challenges of the new know  ledge 
economy, many policy areas are asked to give 
directly or indirectly a  significant contribu-
tion. Therefore, there is a need for more intra-
European policy co-ordination both between 
different sector policies and across different 
territorial areas. In other words, important 
policy issues arise in determining the level at 
which policy should be implemented so as to 
be the most effective. 
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Publications: 
Final Report: SOE-CT95-1005. Technology, 
Economic Integration and Social Cohesion, B. 
Verspagen, 2000. 
Studies: TSER004. The globalising learning 
economy: Implications for Innovation Policy, 
BA, Lundvall- December 1997 
37. Youth unemployment and processes 
of  marginalisation on the Northern 
European periphery 
Co-ordinator: 
Torild Hammer, the Norwegian Social Re-
search Institute Nova, Norway 
E-mail: t.h.a.@isaf.no 
Abstract 
The main aim of this project is to develop a 
clearer knowledge of processes of margina-
lisation affecting young people through com-
parative research among the countries within 
the northern European periphery. The re-
search will highlight strategies and processes, 
which protect against marginalisation, as well 
as trajectories, which carry a high risk of  sub-
sequent unemployment. 
In order to conduct this study, representative 
sample surveys are carried out for between 
two and three thousand young people in each 
of the seven countries (Denmark, Finland, 
Iceland, Ireland, Norway, Scotland and Swe-
den). 
Representative samples will be drawn from 
national unemployment registers in each 
country with eligible respondents defined as 
young people between the age of 18 and 24 
who have been unemployed for a period of at 
least three months over the previous year. 
The samples will therefore consist of young 
people with a variety of work histories that, 
at the time of the interview, are located in a 
full range of positions inside and outside of 
the labour market. This survey design will 
allow a comparison of  young people with un-
employment experience some whom have 
managed to establish positions in the full 
time labour market, others who have re-en-
tered full-time education and others who ______________  Targeted socio-economic research (TSER) - Project synopses 
have remained unemployed, withdrawn from 
the labour market or become marginalised 
in some other way. 
Publication to be expected: 
Final Report: SOE1-CT96-3025 -Youth un-
employment &  processes of marginalization 
on the Northern European periphery, T. Ham-
mer 
88. Youth unemployment and social 
exclusion in Europe 
Co-ordinator: 
Torild Hammer, Norwegian Social Research 
Institute, NOVA, Norway 
E-mail: Torild.Hammer@isaf.no 
Abstract 
The main objective is to study how different 
welfare strategies and fiscal structures in dif-
ferent countries influence the risk of social 
exclusion among unemployed youth. The fol-
lowing research questions can be identified: 
a) Do non-standard forms of  labour force par-
ticipation, such as part-time or temporary 
work or work in the informal economy, rep-
resent a step towards social exclusion and 
labour force  marginalisation or can they 
be regarded as a step towards permanent 
work careers? 
b) Comparative data will enable us to study 
young unemployed probability of entry to 
post compulsory education in countries 
with different educational systems. What 
are the proportion of unemployed youth 
that return to education, and what kind of 
factors seems to influence such careers? 
c)  How do  different welfare strategies with 
mixes of public (insurance systems) and 
private (family) support influence job 
chances of youth unemployment in differ-
ent countries? 
d) To what extent do unemployed youth feel 
integrated in their society and how does 
this impact on the rights and responsibili-
ties of citizenship? Are unemployed youth 
excluded politically in the sense that they 
do not participate or engage themselves in 
politics, and what kind of  political attitudes 
do they have? 
e)  Previous research has revealed large dif-
ferences in work ethics or work involve-
ment between European countries. What 
is the relationship between stigmatisation, 
mental health, and work involvement and 
job search activity? 
f)  The project will also analyse young peo-
ples' experience with different measures in 
a comparative perspective, and assess the 
extent to which such measures increase job 
chances or return to education. 
In each of the countries involved, research-
ers will disseminate findings widely among 
practitioners and within the academic com-
munity continuously through the project pe-
riod. The project group will also give priority 
to keep in contact with practitioners and na-
tional government's ministries , and other 
interested parties to be able to provide infor-
mation about main research results which 
have implications for policy. A European con-
ference of youth unemployment involving 
both policy makers and the research commu-
nity will also be arranged at the end of the 
project. 
89. Youth unemployment and social 
exclusion 
Co-ordinator: 
T.  Kieselbach, University of Bremen, Re-
search Unit Work, Germany 
E-mail: kieselbach@weaap.  uni-bremen.de 
http  ://i  pg. uni-bremen.  de/Yuseder/ 
Abstract 
The project aims at empirical research on the 
causes and key mechanisms of social exclu-
sion, and among them, especially unemploy-
ment. The empirical research work in six 
European countries is, on the one hand, dedi-
cated to different national problems of  youth 
unemployment, and on the other hand follows 
different scientific orientations and method-
ologies, namely sociological,  psychological, 
psychiatric and cultural. 
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This project will be undertaken on the vul-
nerability of specific groups of young people 
and on the processes and stages of social ex-
clusion often associated with unemployment. 
The project aims to identify critical steps in 
the process of victimisation in order to for-
mulate social options counteract it; it follows 
the concept of victimisation on three levels: 
1.  the loss of social features connected with 
employment; 
2.  the experience of continuous exclusion 
from paid employment with accelerating 
'daily hassles'; 
3.  the selective evaluation of  the unemployed 
by their social surroundings. 
Each partner contributes specific expertise to 
the project. In particular, the partner from a 
public health institution will study self-per-
ceptions of shame associated with financial 
difficulties, and. the partner from a  univer-
sity hospital will research attempted suicide 
(the most radical form of self-exclusion from 
society). Other partners will focus on labour 
market factors (the weak bands of  the labour 
market for youth), and the cushioning effect 
of the informal economy - which is for many 
young people the only entrance to the labour 
market. A number of  issues will be addressed 
such as the relationship between family sup-
port and control. A more psychological ap-
proach is to identify the stages of victimisa-
tion. 
The project is carried out in three phases 
which are terminated in common workshops, 
at which the results and contributions from 
the six countries will be compared and dis-
cussed: 
1.  the definition of  concept of  social exclusion: 
analysis and description of the forms it 
takes in the six countries; 
2.  empirical research (data analysis and 
qualitative interviews) with different so-
cially excluded groups or groups-at-risk; 
3.  the identification and evaluation of inno-
vative options of institutional and politi-
cal intervention and counteraction. 
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Publication to be expected: 
Final Report: SOE2-CT97-3051-Youth Un-
employment  and  Social  Exclusion,  T. 
Kiesel  bach 
40. Education and training, new  job 
skill needs and the low skilled 
Co-ordinator: 
Hillary Steedman, London School of  Econom-
ics Centre for Economics and Political Science, 
UK 
E-mail: h.steedman@uk.ac.lse 
http:/  /www.cep.lse.  a c. uk/homepage/tser/ 
index.html 
Abstract 
The quality of the skills ofEU citizens is cru-
cial for the European productivity. Thus is a 
top priority for European governments is to 
ensure that every young person gets at least 
a basic level of skill, and that disadvantaged 
adults have reasonable opportunities to make 
up lost ground. 
The purpose of the project was to contribute 
to the basic framework for the design of  these 
policies. The first step was to document what 
is happening and to diagnose its causes. This 
involves a clear analysis of what is happen-
ing to labour demand, as well as an under-
standing of why the pattern of supply does 
not always respond adequately (inadequate 
student motivation and institutional con-
straints). The next step was to distil from this 
experience what are the most effective ways 
for developing the necessary skills-both in 
terms of curricul  urn and teaching methods 
(including the newest technology). The aim 
was to work towards defining a Europe-wide 
definition of the 'platform for learning ' with 
which every European citizen should be 
equipped. 
The project brought together an interdiscipli-
nary team of economists and education spe-
cialists from five EU states: the United King-
dom (UK), France, (FR), Netherlands (NL), 
Portugal (PR) and Sweden (SW) and the pro-
gramme of work consisted of four specific 
studies as follows: ______________  Targeted socio-economic research (TSER) - Project synopses 
1.  the demands for labour by skill in the EU 
(FR, SW) 
2.  the factors determining the supply of and 
demand for labour by skill in the EU (NE, 
UK) 
3.  the profile of education and training pro-
vision at the basic level in the EU (PR, SW) 
4.  Defining a minimum learning platform for 
the EU (NE, UK) 
Methodology work on these areas was led by 
one or more researchers from one of the five 
participating EU states (indicated by abbre-
viations above), and all project participants 
were involved in the investigation of date 
sources, in the collection of data and in the 
work defining a minimum learning platform. 
The team produced improved datasheets link-
ing earnings, qualifications and employment 
using labour force survey and similar surveys 
and to analyse their interaction over time. The 
relative significance of a  number of factors 
influencing supply of and demand for skills 
have been analysed and assessed using, 
among other sources, data from the OECD 
Adult Literacy Survey. The profile of educa-
tional provision at the basic level was inves-
tigated at the level of curriculum content, 
pathways and progression for young cohorts. 
Work on the minimum learning platform in-
volves an extensive literature survey, consul-
tation with governments, employer and em-
ployee representatives and field work samples 
of companies. 
Summary: 
New Job Skill Needs and the Low-Skilled. 
Eugenia Kazamaki Ottersten, September 
1998. 
Publication: 
Final Report: SOE2-CT95-2006-Low Skills: 
a  problem for Europe, Steven Mcintosh & 
Hilary Steedman, lOOp. 
41. Changing working lite and training · 
of  older workers 
Co-ordinator: 
T. Tikkanen, University of  Jyvaskyla, Depart-
ment of Education, Finland 
E-mail: tikkanen@campus.jyu.fi 
http  ://www.nvi.no/prosjekter/worktow.htm 
Abstract 
From the points of view of education, train-
ing and learning, the research focuses on in-
dividual and organisational effects, needs and 
opportunities emanating from the intersec-
tion of two trends: the ageing of populations 
and the changes in working life. 
The key objectives of  the research project are: 
a) to investigate the extent to which the 
knowledge, skills, experience and attitudes 
of older workers (  45+) can be recognised, 
valued and utilised in work and learning 
situations; 
b) the ways in which older workers learn 
within work settings; 
c)  the extent to which human resource devel-
opment (HRD) practice and educational in-
terventions involving older workers can fa-
cilitate lifelong learning and productivity; 
d) the ways in which the diversity of the 
workforce in these terms can contribute to 
the development of  learning organisations 
in the work context and, more generally, 
to the creation of the learning society; 
e)  through case studies and comparative 
analysis of  good practice in different coun-
tries the ways in which the above objec-
tives can contribute to the flexibility and 
productivity of the European older work-
force and to social cohesion generally. 
In order to achieve these objectives, cases of 
work organisations representing different 
work types (industrial work, office work, serv-
ice work) in small and larger SMEs are selected 
in each participating country. The research 
work (quantitative and qualitative) comprises: 
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0  descriptive studies of  knowledge, skills, ex-
perience, attitudes, work context and in-
volvement's in formal and informal learn-
ing of individual older workers; 
0  introduction, monitoring and evaluation of 
work-based education and training inter-
ventions and human resource development 
practices (including some based on use of 
new information technology); 
0  dissemination of new knowledge through 
professional and academic journals, project 
newsletters, development of  materials, sci-
entific and professional conferences and 
meetings, and through the active involve-
ment of  local organisations, social partners 
and policy-makers in discussions of  imple-
mentation and strategies. 
Summary: 
Working Life Changes and Training of Older 
Workers. Tarja Tikkanen, June 1998. 
Publication to be expected: 
Final Report: SOE2-CT97  -2016 - Changing 
Working Life and Training of Older Workers, 
T. Tikkanen 
42. Crivet unemployed. The effective-
ness of  labour market oriented-training 
for the long-term unemployed 
Co-ordinator: 
Tijtske Feijke Brandsma, University of 
Twente, Center for Applied Research on Edu-
cation, The Nether  lands 
E-mail: brandsmat@edte.utwente.nl 
Abstract 
This research project concerning the effective-
ness of labour market oriented training for 
the long-term unemployed, focuses on the 
question of what works and does not work in 
training for this target- group. More specifi-
cally, it focused on the process variables-that 
is the organisational, curricular and instruc-
tional characteristics of  training programmes 
- that might make one training programme 
more effective if  compared with another train-
ing programme. 
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The main objectives of the project were: 
a) to develop a set of hypothesis with regard 
to effectiveness; 
b) to test these hypothesis in order to iden-
tify the important parameters (e.g. organi-
sational characteristics, contextual condi-
tions); 
c)  to develop a multilevel model (several pa-
rameter model) of  effectiveness of  training; 
d) to investigate and interpret the differences 
between countries; 
e)  to develop a monitoring instrument for in-
dividual managers of programmes to as-
sess the effectiveness and quality of their 
own training programme. 
The project encompasses the following three 
stages: 
1.  Case studies. On the basis of an inventari-
sation and description of  relevant training 
programmes per country, two cases per 
participating country are selected for this 
multiple and comparative case study. In 
the case studies, trainers, (former) train-
ees and employers (who employ trainees 
and have participated in the selected train-
ing programmes) were interviewed; major 
issues of  the interviews are the character-
istics of  the training organisation and pro-
gramme, the experiences with and evalu-
ation of the training programme. The 
result of the case studies serve the refine-
ment of the developed conceptual model 
and hypothesis. 
2.  Survey Study. This stage of  the study aims 
at a test of the conceptual model by means 
of a  large scale survey design. Based on 
the outcomes of  the case studies, question-
naires were designed for the collection of 
data among trainers, (ex-) trainees and 
employers. 
3.  Development of  a monitoring instrument. 
On the basis of the results of  both the case 
studies and the large-scale survey study, 
(preliminary) monitoring instruments 
have been developed for managers of  train-______________  Targeted socio-economic research (TSER) - Project synopses 
ing programmes; this monitoring instru-
ment should help them in assessing and 
improving their programmes' effectiveness 
and quality. 
Publication: 
Final Report: SOE1-CT95-2003- Crivet un-
employed - The effectiveness of labour mar-
ket oriented training for the long term 
(TSER030) 
43. Employment precarity, 
unemployment and social exclusion 
Co-ordinator: 
Gallie Duncan, Nuffield College, UK 
E-mail: Duncan.Gallie@Nuf.ox.ac.uk 
http://www.nuff.ox.ac.uk/ 
Abstract 
This project examines the processes that link 
employment precarity, unemployment and 
social exclusion. It involves a  comparative 
research in eight EU countries: Denmark, 
France, Germany, United Kingdom, The 
Netherlands, Ireland, Italy and Sweden. 
The project focuses on three main issues: 
1) the cumulative disadvantages associated 
with employment vulnerability; 
2)  the causal relationship between employ-
ment situations, economic poverty and cul-
tural and social poverty, including house-
hold and social relations; 
3) the relationships between the form of the 
welfare state provision and the extent of 
cumulative disadvantage/opportunities for 
re-integration in order to provide theoreti-
cal interpretation of the results of the sta-
tistical analysis. 
The project leads to the provision of stand-
ardised variables across a range of national 
data sets, new statistical tabulations and a 
set of interpretative papers. 
Publication: 
Final Report: SOE  1-CT95-3003 - Employ-
ment precarity, Unemployment &  social ex-
clusion, G. Duncan, 2000, 67p. 
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